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Abstract
This thesis consists of an investigation into the origin of The Project Method'.
The study locates the origin of this approach to teaching and learning under this name in 
a small school in Western Massachusetts, U.S.A. in the first decade of the twentieth century. 
The addressing of the where and when questions are, however, only the first stage of the 
investigation and provide a foundation from which the more important why questions can be 
posed. Why did this method originate where and when it did?
It is therefore, an historical investigation undertaken in the field of education, and 
specifically within the area of curriculum and pedagogy. As such, the methodology used is that 
of the discipline of history. The first chapter examines this and the developments that have 
taken place in recent years. In so doing it outlines the methodology adopted here and places it 
within this wider framework. The crucial importance of considering historical developments 
within context is a key element in this process.
The following chapter uses documentary sources to establish that the origin of the 
Project Method can traced to a particular location in both time and space. The subsequent 
chapters address the why questions arising from the context thus established. For the purposes 
of clarity, the different elements of this context are presented separately with each chapter 
having a specific focus. Taken together they form a convergent structure.
Firstly, the wider socio-economic and political aspects of the society in which the 
method originated are considered. This is followed by a consideration of the rapidly changing 
educational situation within this at both national and state level. The following chapter moves 
from the broad, or general developments to the particular, or specific factors at play and 
focusses on the immediate locality and the school itself when the method was developed.
It is important to note that these elements were not independent of each other and the 
dynamic between them is constantly explored and significance identified.
Being a historical study, a wide range of secondary and primary sources are used in 
this process. Of particular importance has been the location and use of previously unknown/ 
unused materials with regard to the specific local forces at work when the Project Method was 
conceived. It is argued that these enable a better understanding of the origin of this important 
and influential method to be offered than existed previously.
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Introduction
This study investigates the origin of an approach to teaching and learning called The 
Project Method. Within the limitations all historians must acknowledge the study establishes 
that it is possible to locate the origin of this term in both time and spaced Having established 
this, the study then seeks to explain why this development took place where and when it did. 
As such it is a historical study within the field of education and, as is outlined in the first 
chapter, it uses the methodology of the discipline of history.
In the process of addressing the 'why' questions the investigation sets out to identify 
and evaluate the significance of the many factors at play when the method was conceptualised. 
During this process it makes use of both secondary and primary source materials with the latter 
at the heart of the investigation. Some of the primary sources located have not been used 
before by either contemporary or recent works in this field. 2. It is argued that the discovery of 
these now provides a more comprehensive understanding of why this approach, titled the 
Project Method, developed at the time and in the place it did.
The study is presented in the following format.
The initial chapter outlines the methodology employed, explores its limitations and then 
provides a rationale for its adoption here. The intention being to establish the validity of these 
methods so that the account provided is open to, and able to withstand, scrutiny.
The second chapter uses primary source materials to trace the earliest use of the term 
The Project Method in education. It identifies that this can be traced back to a particular school 
in a small town in Western Massachusetts, U.S.A. Through the use of primary materials, it 
establishes that a specific date can be given to this development. The latter part of this chapter 
then seeks to refute the case established. This refutation proves unsuccessful.
The following three chapters all address the central question: why did this development 
take place at this time and in this place? The results are presented within a convergent 
framework which takes the following form. Chapter 3 examines the wider society and the 
changes underway therein during the years surrounding the date of origin. This is followed, in 
Chapter 4, by an examination of the major development taking place within education within 
this society, namely the rise to prominence of vocational education. Chapter 5 continues the
convergence by focussing on the factors at play in the immediate locality when the method was 
developed. In each chapter the different and significant forces at play are identified and 
examined in detail. However, throughout this examination of the different contexts it is the 
interaction or rather the dynamics at play between the significant factors that is constantly 
drawn attention to. The final chapter reviews what has been established and identifies potential 
lines of investigation that could prove productive.
While the above offers a framework for the reader it does not provide a sufficient one. 
This Introduction therefore consists of two further sections.
The first seeks to provide an insight into the author himself. It was the British 
historian, E.H. Carr (1964, p24) who urged readers to "study the historian before you study 
the facts" and much has been written on this relationship in the interim. A century ago it was 
believed that it was possible to write objective historical accounts of past events. As is explored 
in the following chapter this position is no longer accepted. An awareness of the historian's 
own agenda, of his/her own starting point and the factors that led to the particular investigation 
being undertaken now form part of the equation. The degree to which what the historian brings 
to his/her studies affects the outcome continues to be debated (Evans, 1997). As a leading 
American educational historian once said to me at a conference we were attending "You've got 
to let them know where you're coming from these days" (Reinhardt, personal communication 
1995). As has been referred to (endnote 1) Hexter (1971) has named this the historian's 
'second record'. This useful concept is explored in more detail in the following chapter.
The final section of this chapter attempts to justify that this investigation is worthwhile 
and has a value beyond any personal agenda identified. Taken together, the intention is that this 
will enable the reader to make a more informed response to this study.
The author
A caveat is required here even as one commences. What follows is the information 
I think is necessary and appropriate to provide in response to the above.
I have not deliberately omitted anything that I believe to be of consequence nor have 
have I deliberately distorted or falsified any of the details but...
Obviously choices have been made with regard to what has been included and what left out. 
There may be factors which others consider of importance which I do not appreciate the
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significance of and have therefore not included. There may also, of course, be factors of which 
1 am not consciously aware.Whatever, I believe the following are the chief influences that led 
me to undertake this investigation and to present the findings in this format and these are 
shared with the reader here.
Having completed my first degree in Economics with a specialism in Government I 
undertook a Post Graduate Certificate in Education which gave me qualified teacher status. 
After a 'gap' year I began my teaching career in 1973 and this has continued through to today 
in different branches of education. I taught children in the 9-13 age range over a period of 15 
years in an industrial suburb of London not renowned for its affluence. Like many teachers, 
the approaches and methods I used in my teaching evolved as my experience broadened. From 
using what would be recognised as a traditional, subject based and didactic style early in my 
career the later years saw the use of a more informal, integrated approach with the children 
having more opportunities to take the initiative and responsibility for their learning. It is not 
easy to identify the reasons for this transition. I was not aware of any pressures from within 
the school or Local Education Authority to adopt any particular approach. Child motivation is a 
concern for most teachers and it is something I have always been interested in, particularly how 
to ensure it is present or to increase the degree of it. The link between motivation and the 
learner's ability to see a sense of purpose in her/his studies was, on reflection an important 
factor in the transition that took place in my pedagogy during these years.
In 19811 gained a secondment from teaching and spent the year at Froebel Institute 
College, London following a Diploma in Education (with special reference to children up to the 
age of 13) course. This was a very influential year as I was able to reflect upon, read about and 
discuss the issues relating to teaching and learning as used in my own classroom and beyond. 
Returning to the classroom at the completion of the course I can clearly remember feeling more 
confident and I now think this was due to the belief that I could now present a clearer rationale 
for what I was doing and how I was doing it. The rationale remained chiefly for myself rather
than for any external audience.
The school I worked in had always taken trainee teachers (students) from the local 
Initial Teacher Education Colleges as part of their courses. However, in the period 1984 to 
1987 there were an increasing number of occasions where the college asked if they could bring 
whole groups of students (usually 15-18) into my classroom to observe how the day was
organised and the teaching styles employed. I also have a letter written by an Inspector after he 
had spent the day with me during this same period which comments on 'the application of 
Plowden ideals' in relation to what he had observed.
In 19871 was approached to contribute to the Initial Teacher Education course at 
Roehampton Institute London, one of the major providers of newly qualified primary teachers 
in the U.K. There had been central government pressure to involve 'practising teachers' in ITE 
courses during the late 1980s and I now realise that the approach made had been, at least in 
some part, a response to this. The involvement was initially part time, then on an annual 
secondment before joining the School of Education full time in 1988.1 was to work there for 
11 years before returning to school and class based teaching at Easter 1999.
However, it was during the secondment year of 1987-1988 that the seeds of this 
present study were first sown. The Course Leader of the undergraduate programme asked me 
to give a lecture on 'Project Teaching' to the 3rd Year Bachelor of Education (B.Ed) students. 
Her comment that, "This will be easy for you as that's the way you teach isn't it?" indicated a 
degree of confidence that I certainly didn't feel inside. School assemblies, sports days, drama 
productions, parents' open evenings, union conferences and other gatherings had certainly 
involved me speaking to larger audiences about much broader issues but this was 'My First 
Lecture'. And it was assumed I knew what I was talking about.
As I gathered my thoughts I found I had no problem identifying examples but I didn’t 
have a framework, historical or conceptual, in which to present them. I remember visiting the 
library with great confidence that I would find a book that explored the project approach from a 
theoretical perspective which I could use and combine with my illustrative material. I had no 
difficulty finding several books on Projects but quickly identified a common format. After an 
initial brief chapter on the benefits of this approach the rest of the book would consist of 
chapters of ideas, resources, useful addresses etc. to support the project undertaken (ie. 
Fellows 1965). These initial rationale chapters were shallow. Uncritical and unsubstantiated 
comments on the benefits of 'discovery' or 'activity learning' and of 'increased motivation' 
abounded. I could find no detailed consideration of the origins of this approach nor critical, 
evaluative comparisons with alternative methods. My subsequent lecture erred on the 
descriptive rather than the analytical aspect. However, I was dissatisfied and the desire to 
'know more' about a method I had found so effective in my own classroom began. I had no 
idea at that stage that it would lead to the study that is presented here.
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Personal interest and curiosity are likely to be elements present in most successful 
research but while a necessary feature, they cannot be sufficient ones alone. Finally then, how, 
and in what way, is an investigation into the origins of the Project Method of value?
The Project Method continues to be of considerable interest to educators in different 
countries in the 1990s as the work of Sexton (1990), Lenhart and Rohrs (1995), Waks (1997) 
demonstrate. Lenhart and Rohrs (eds) book Progressive Education Across the Continents 
explores the development and the significant influences of the waxing and waning of 
progressive education across the world. The latter author identifies the Project Method as a one 
of the concepts that "attained the status of key words of universal significance, forming the 
basis of an educational dialogue across all the continents" (pl83). In the book a whole chapter 
is given to its consideration under the title 'The Project Method-Its Origin and International 
Influence' written by Michael Knoll. Issue is taken with Knoll's central hypothesis in Chapter 
2 that follows but there is no disagreement when he writes
"...confusion is due not least to the fact that the history of the project method so far has
been covered only very superficially and contradictorily"
(p307)
The uncovering of primary source materials in the course of this study that had not 
previously been used has enabled a new perspective to be gained on the origin of this method. 
The use of these, alongside already known primary and secondary materials, has identified a 
dynamic at play which has not been realised to date. It is claimed therefore that this study 
makes a contribution to, if not eliminating, then at least reducing the degree of 'confusion' and 
'superficiality' relating to our understanding of the history of the Project Method.
Finally, it is believed that this study can make a small contribution to a much broader, 
though less tangible issue which has caused concern for many in the educational community in 
recent years both within and beyond the U.K. Ivor Goodson has been among the most vocal 
advocates for the inclusion of a historical, particularly curriculum history, element within 
teacher education courses (1985,1987,1991 with Kincheloe). His contention is that the denial 
of this perspective to teachers is dis-empowering, particularly when presented with externally
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prompted change and innovation. This view is shared by the writer. This 'immersion in 
immediacy' (1985, p50), without any reference points as to how the required changes fit into 
the broader historical context is a situation many teachers have found themselves in recent 
years.
In the U.K. over the last decade there has been sustained political and official criticism 
of particular approaches to teaching and learning. Supported by key sections of the popular 
press 'child centred education', 'play school classrooms', 'learning by discovery', 'projects' 
have been juxtaposed with 'a proper education' consisting of 'orderly classrooms, 'teachers 
doing their job' and 'children really learning' (ie. Mail on Sunday 10/11/1991, Daily Telegraph 
23/1/1992). The professional paper, the Times Educational Supplement reported at the time 
(15/11/1991) that
"Both Education Secretary Kenneth Clarke and schools minister Michael Fallon have 
criticised the dominance of topic or project work, calling for more subject based and 
whole class teaching."
while The Times (4/11/1991) began an article on education with the sentence
"Project based teaching in primary schools is to be ended by Kenneth Clarke, the 
education secretary"
A consideration of the wider political agenda at play is beyond the focus of this present 
study but two observations can be made than have relevance here. Firstly, these comments 
clearly show that the Project Method is an important, and controversial, pedagogic approach 
which is still in use in the last decade of the twentieth century.
Secondly, anyone wishing to offer a considered reply to the criticisms made of this 
approach would require an understanding of its distinctive features and attributes- that is, a 
rationale for its use would be necessary. Without an understanding of its origins and early 
development, particularly what problems it came into existence as a response to, this would be 
difficult to achieve successfully. Any current teacher teacher or student teacher seeking this in 
their present libraries would be disappointed. It is intended, therefore, that this study should 
make a small contribution to a better understanding of the Project Method. The examination of
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this method in its earliest context can contribute to a better understanding of why it continues 
to be employed today and why this use continues to prove controversial.
As Goodson argues, this is the real contribution and value of history of education to 
those involved in the task of teaching. It enables them to play a fuller part in the debate about 
what they do and how they do it. His quote from an early British history of education pioneer, 
Foster Watson, is appropriate here.
".. by moving into the past teachers could arm themselves for the present" 
is completed by
"... by becoming aware of past experiences they could expand their own"
(1914, p85 in Goodson 1991, p48)
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End notes
1. The historian's 'second record' (Hexter 1971) is returned to below and again within the Methodology Chapter. 
It is worthy of mention here with regard to one particular and important element of the historical enquiry. My 
research enabled me to have access to a wide range of sources from the period being studied. Almost all of these 
were printed ones. These provided a comprehensive and international overview of the field I was examining and 
to arrive at the conclusions and explanations presented here. However, I am aware that there may have been, may 
be still, relevant developments that took, are taking place, in cultures without a written tradition and are 
therefore beyond my grasp. As a historian I acknowledge this possibility and readily concede the tentative nature 
of what follows.
2. Because of the relative inaccessibility of these key primary sources they have been reproduced as appendices 
to this study.
L. Smart Page 8
Chapter 1
History, History of Education and Methodology: 
The Implications for this Study
This study seeks to explore the origins and early development of a pedagogical 
approach known as The Project Method that is around 90 years old and still in use today. 
Through the exploration of its origins and early development the study attempts to establish the 
distinctive features of this method. It then seeks, specifically, to establish why this particular 
method originated at this time and in this place ?
This is, therefore, a historical study conducted within the field of education. 1 . It uses 
the techniques and methods of the historian and sits firmly within the area which has become 
known as history of education.
The purpose of this chapter is therefore to outline how this study will be undertaken 
and the reasons for adopting the approach used. To do this the chapter is presented in three 
parts:
-firstly, it undertakes a consideration of the nature of the discipline of history. It is not 
possible to understand the present position of history without examining the developments that 
have taken place. The discipline of history has undergone transition and development in the 
twentieth century which has involved a fundamental reexamination of its nature and purpose. 
The consequent impact on its operating methods have informed developments in all branches of 
the discipline.
-secondly, it considers how the developments outlined in the first section have impacted 
upon that branch of the discipline known as history of education.
-the third and final part examines the implications of the developments detailed in the 
previous two sections for the present study. The framework and key methodological concepts 
are made explicit. As a part of this examination history of education is located within the 
qualitative/ quantitative continuum that is widely applied to research in the field of education.
Through undertaking the above it is the intention to establish the validity of the 
approach and methodology adopted in this study.
Part 1 
The Nature of History
The nature of history of education, or for that matter the history of medicine, the 
history of law , or the theatre or whatever is fundamentally the same: it is the derived directly 
from the nature of history per se. It is possible to identify a series of key elements which make 
up the nature of this discipline and on which there is a broad acceptance by historians 
(Thomson 1970 p48, Stanford 1986, p66-75, Marwick 1981, p21), whatever their own 
specialised field . There is no doubt that individual historians give particular emphasis to one or 
another element in their own work but, as will be shown, this does not contradict the claim 
that a broad consensus as to what the nature of the discipline is does exist. Directly linked to 
this there is a similar high level of agreement as to the distinctive methodology of the 
discipline.2.
The following can be identified as the basis of this broad consensus
a. history is the account of the past.
b. it is never a complete account because, however great the amount that remains from 
the past, it will always be incomplete.
c. this account cannot tell itself but needs someone to tell it.
d. this telling is a reconstruction and, as such, is always an interpretation.
e. the interpretation is affected by the interpreter. His/her own experiences and the time 
in which they live are factors which will always affect the account given. This has 
been referred to as the historian's 'second record' (Hexter 1971) and this useful 
phrase is explored further below.
f. the account given is bound by tight rules regarding the 'truth verifying process' to 
which every historian, if he/she wishes to be known as such, is bound. It is this 
truth verifying process that makes history distinctive from other areas of study. 3 .
Cohen and Manion (1994) in an attempt to present the concept of historical research to the non 
specialist is this field note
"Historical research... the systematic and objective location, evaluation and synthesis
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of evidence in order to establish facts and draw conclusions about past events. It is an 
act of reconstruction undertaken in a spirit of critical enquiry designed to achieve a 
faithful representation of a previous age.... it often has to contend with inadequate 
information so that their reconstructions tend to be sketches rather than portraits..."
(p45)
Two important points can be noted immediately from the above. Firstly, it is impossible 
to separate history from the historian studying it. Secondly, the process of studying the events 
of the past is integral to history itself. The developments in these are considered in detail as 
this chapter proceeds with the focus moving from the wider dimension to the implications for 
this present study. To understand the methodology employed here it is necessary to be aware 
of the developments that took place, of what preceded them and the reasons for the changes 
that took place. It is a direct link.
The phrase 'new history' has come to be used as a generic term to describe the model 
that has evolved as a result of the many and diverse changes that have taken place during the 
twentieth century. 4 .  This implies there was an 'old' history or earlier model in use. The 
developments and changes that have occurred were a response to the dissatisfaction with this 
model and also a response to developments in other disciplines and to wider developments 
outside academia.
For an understanding of the present position it is necessary to identify the criticisms of 
'the old' as well as the manner in which the 'new' history addressed them. Although this 
separation is attempted in the interests of clarity it would be a mistake to think that they were 
anything but inextricably interwoven.
As Gordon and Szreter (1989) stress
"The question of what was wrong with the 'old' history is an
important one, for criticisms of it were both a precondition and part and parcel of the 
emergence of the new. "
(p6)
To systematically consider these developments it is necessary to identify what these 
criticisms were and what changes or alternatives were proposed by the new history.
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Slowly at first, but wi th increasing momentum as the twentieth century progressed the 
following shortcomings of the traditional nineteenth century model came to the fore. Using 
authors who have critically surveyed this development (ie. Marwick 1981,Stanford 1986, 
Evans 1997) these can be summarised as -
a. that the history studied was too narrow in focus and that this concern with a 
narrow range of individuals and institutions made it elitist.
b. that it failed to locate these institutions and individuals in the context of the times in 
which they existed.
c. that the account that was given was over descriptive and lacked analysis.
d.that when any attempt was made at explanation it called upon too narrow a range of 
influencing factors; fundamentally, that the evidence used was insufficient.
e. that the claim made for 'neutrality’ on the part of the historian as the mere 
assembler of evidence that would tell its own story was flawed, was impossible to achieve and 
grossly underestimated the role of the historian in the process of knowing about the past.
It is the advantage of hindsight which allows these developments to be identified in this 
way for these concerns and criticisms emerged rather than arrived fully formed. Although 
separated out here for clarity of consideration they were all closely interlocked with the 
acceptance of developments in one area having implications for another that would then be 
explored in its own right. It is important to realise that this is a dynamic which continues to 
operate. Indeed, since this study was originally conceived the concept of post modernism has 
become part of the debate about the nature and purpose of history. The implications for this 
study are returned to below.
Having acknowledged the 'wholeness' of these developments it is possible to consider 
the particular elements in more detail. Gordon and Sretzer (1989, p6) make the useful 
observation that these challenges to traditional or 'old' history can be identified as falling 
within two broad categories, the substantive and epistemological.
On the substantive, the following criticisms were made. The first of these was that it 
was elitist. This manifested itself in the choices made about which individuals or groups within 
society were to be studied. The second criticism was that there was an unwarranted 
concentration on constitutional, military and diplomatic history. Finally, and closely related to 
the former, that there was an over concentration on institutions ie. parliament, monarchy and
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the church.
However, to understand these criticisms of the substance they need to placed 
alongside the epistem ological ones. The first of these is that it was written in a 'this is what 
happened' style. The effect was for history to be written in a descriptive rather than an 
analytical style. Linked to this was the further criticism that so many of the events studied were 
not considered in their context. This was to prove one of the most significant in terms of its 
long term impact. It was claimed that events cannot be understood without placing them in the 
widest context in which they occurred. This would certainly include the political but would also 
require consideration of the social and economic and ideological forces that were at play when 
they took place. It was to be claimed that events, whether they be wars, acts of parliament, 
population movements etc. could only begin to be understood when located within the society 
they occurred in.
The final epistemological criticism brought the historian him/herself to the centre of the 
stage. The 'neutral' historian, faithfully and meticulously assembling the picture of the past 
which would then 'speak for itself that had been the dominant model in the second half of the 
nineteenth century (Marwick 1981, p39). Its advocacy by the leading historians across Europe 
with Acton (England), Ranke (Germany), Langlois and Seignobos (France) to the fore had 
placed the methodology at the centre of creating a true account of the past. This approach, still 
referred to as the Rankean school (after the German historian Leopold von Ranke 1795-1886) 
was itself a reaction to the way history had been widely written prior to this period.
This had typically been written to celebrate the 'grand' events or deeds (in effect usually 
military and diplomatic events) of a particular nation or leader. History was in effect used in a 
utilitarian manner. Because of the 'celebratory' nature of much of this pre nineteenth century 
the whole was of greater importance than the parts. This often meant that the checking of the 
authenticity or accuracy of some of the evidence that was used to support the account given 
was somewhat arbitrary. It was this 'lack of rigour' that those of the Rankean school were 
reacting against with the emphasis being put on rigorous attention to scholarship and the denial 
of any purpose other than to show 'what really happened'.
It is captured in the quotes from these nineteenth century- early twentieth century 
historians
"It is not I who speak. It is history that speaks through me"
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(de Coul anges,1864, quoted in Stanford 1986 p79)
and
a complete assemblage of the smallest facts of human history will tell in the end" 
(Bury, 1902 quoted in Stem, 1970 p212)
and neatly raising the issue that objective truth was possible, are the words of Lord Acton 
(1906)
"We must indicate minutely the sources we follow, and must refer to ..books, 
manuscripts... and original documents.... our (history of)Waterloo satisfies French 
and English, Germans and Dutch alike that no one can tell., (the nationality of the 
author).
(p317)
However, it was the responses made to the concerns and perceived shortcomings of 
this model that has led to the present position.
It was noted above that these shortcomings could be grouped together as being of a 
substantive  or an epistem ological nature. This classification is a useful means of 
examining how the 'new' history sought to address these as it sought to give an ever more 
accurate account of past events.
Challenges To the 'Old' History
A clear demonstration of this interaction can be readily found when one examines the 
key charge that the bulk of the history written under the Rankean aegis was overly descriptive 
and lacking in analysis. This is not a criticism that the student of Ranke would have easily 
understood and, indeed, may even have interpreted as a compliment! The quote from Acton 
(above) in which he states that a meticulous researched historical account of the Battle of 
Waterloo would be accepted by d l parties interested in the event is indicative. It captures the 
belief, and confidence, that through the strictest application of the historical method and its 
meticulous compilation of primary documentary evidence it was possible to 'show what 
actually happened'. As Ranke had written wie es eigentlich gewsen ist. . Through the collection
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of all the relevant documentary sources the account of the past event did not require analysis, it 
'spoke for itself. Once all the relevant facts had been assembled the 'truth will out' as Acton 
famously wrote in his preface to the Cambridge Modem History series (1911 p v-vii quoted in 
Thomson 1969, p 39). Analysis was therefore not only unnecessary but would actually 
indicate that the methodology had not been applied ri gorously enough. It was not the 
historian's role to analyse for as de Coulanges (1864) had noted
"It is not I who speak. It is history that speaks through me"
(quoted in Stanford 1986 p79)
The historian was not a major factor in the giving of the account of the past, his/her (his 
is being more accurate at the time) contribution was merely to apply his professional skills. It is 
not in the least surprising that this model would later be accused as being over descriptive.
How could it be otherwise when it was telling 'it' (the account of the past) as it was, as it had 
taken place? If the process of historical enquiry had been rigorous and thorough it was the truth 
that came out as a result. It was a model based on confidence and 'definitive accounts' were 
claimed by many of the publications of this era with the Cambridge Modem History (published 
between 1902-11) being perhaps the best known in England.
This approach to history was gradually undermined by a series of developments on a 
wide range of fronts. As will be shown these gradually came together, one reinforcing and 
giving added impetus to the other with the term 'new history' becoming used as a collective 
noun.
As Evans (1997) and Marwick (1981) explore doubts arose as to whether the actual 
historian could ever be the neutral compiler of authenticated sources that had been claimed. 
Would not his beliefs and values come into play? If so the historian him/herself became part of 
the process of historical enquiry rather than the mere conduit through which it became known.
A second assumption of the Rankean approach also came under increased scrutiny. The 
confidence in the methodology that believed that once all the primary documentary source 
material had been examined and presented the events of the past would tell their true story 
rested on a key assumption; namely, that the documentary sources contained all the relevant 
information that had influenced the events under consideration. It was increasingly suggested
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that, important as documentary sources were, they contained only part of the relevant evidence 
necessary to tell the account and that there were others that needed to be considered. How 
could one be so confident that an account was true if only part of the relevant evidence had 
been considered?
And third, the documentary evidence that was so central to this school's approach 
consisted largely of records of a particular group within society. What of those groups who 
had not left written records? What did this imply for these groups not so included? Was it really 
being suggested that either they had no history or were merely the passive onlookers of those 
whose past was documented ?
Fundamentally, this approach to the study of the past was challenged as failing to see 
the events they studied in the context in which they occurred. To do this required many other 
factors to be taken into account. Decisions and choices would be required to be made as to 
what was relevant and what evidence was to be admitted. This brought the historian to the 
centre of the historical process.
If the historian was the one who would be making these choices and deci sions it 
became reasonable to ask of the criteria used to inform them. As will be seen, the historian's 
own values and beliefs came to be acknowledged as being a vital part of the 'giving of the 
account'. The fundamental premise of the Ranke/Acton approach with the 'facts speaking for 
themselves' was unsustainable once this development permeated the discipline. If the facts did 
not 'speak for themselves' who was going to be their interpreter but the historian? The 
implications of such a development were not simply for future studies but logically led to the 
need to reexamine the histories written under the increasingly unsustainable premise of the 
'neutral historian'. 'Definitiveness' claimed for any one study was also a casualty of this 
development. Both the historian, his values and beliefs and the evidence he had chosen to use 
came to be realised as having affected the account he presented. In effect these two were 
closely interrelated. This increasing focus on the historian him/her self was to prove one of the 
most important and influential developments that took place. Its impact on the the whole 
discipline of history continues through to today and, as will be shown, affected developments 
in the history of education and thus the way in which this present study has been undertaken.
The Historian
What the historian brings to his/her task has already been referred to by Hexter
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(1971) as the historian's second record  and it is a particularly useful phrase. This 'second 
record' exists at two separate but interrelated levels. Firstly, there is what the historian as an 
individual brings to his task- black, white, immigrant, emigrant, Scot, Russian, man, woman, 
atheist, Muslim and so many other factors that may have a bearing when they interact with the 
past.
The second level is 'the historian’s age', that is the period in which he studies and 
writes. Carr (1964) colourfully describes the historian as
"...just another dim figure trudging along in another part of the procession"
(p36)
as part of his thesis that the historian can never 'stand apart' from his studies. This is a 
complete reversal of what Acton claimed was both necessary and possible. The concept of 
Zeitgeist or 'climate of the age' is sometimes used (ie. Marwick 1981, pl48) as a concept to 
discuss the wider societal influences which may affect the interpretation of the past that the 
historian is engaged in. There are many difficulties with such a nebulous concept, including 
when an age might begin or end and how this climate is formed and by whom and what 
evidence there might be to identify it but it retains a usefulness. As Stanford (1986) notes
"The world in which the historian lives has its own presuppositions, no less 
than others."
(p93)
Before moving to consider what, if anything, a historian might attempt to do about this 
there is one particular issue that is raised by this Zeitgeist consideration that multiplies its 
significance in the field of history. Accepting for a moment that different 'ages' have different 
presuppositions or publicly held assumptions, the historian has to look at another period, 
attempt to identify the presuppositions held there while also making an attempt to establish 
what the ones of his own age may be as he interprets what remains of the former in the way of 
evidence! Such a position took historians such as Croce and Collingwood in the inter war years 
to conclude that all history is, in effect, the history of thought. 'Presentism' (Leon 1985) or 
the reading back of current beliefs and values as one interprets previous ages is one which
L.Smart Page 17
historians are much more aware of in the second half of the twentieth century than previously. 
Perhaps the most famous ’exposure' of the danger of 'not being so aware' to be found in 
British history is Butterfield's 'The Whig Interpretation of History' (1931). His critical 
examination of the "history as the steady march of progress' interpretation clearly showed that 
it relied on existing presuppositions, or ideological starting points, which in turn would 
determine which events and people were accorded significance to support these. In the same 
period the satirical '1066 and All That' by Sellar and Yeatman (1930) clearly demonstrated that 
it was the historian who chose what to accord significance to. As Carr (1964) was to note some 
30 years later
"By and large the historian will get the kind of facts he wants."
(p23)
One feature of this concept of 'the historian's age' which has a particular relevance 
here is the current notion of 'accepted truth' with regard to the subject matter being considered 
by the historian. Butterfield (1969) was to argue that there is usually a current accepted 
interpretation of a period/ individual/event being studied by a historian and that this is a very 
pervasive influence with pressure to fit any 'new' evidence that emerges into the existing 
picture. His 'solution' to combat this was to encourage the historian to strive to work with the 
original sources wherever possible. As will be seen, it is something this present study sought 
to do. As a result of so doing it concludes that a réévaluation of key individuals will now need 
to be undertaken and the 'existing picture' reexamined. In Section 3 (below) these points are 
returned to and the response adopted in relation to them in this study is outlined. They cannot 
be sidestepped.
The question as to how any historian, with all these internal and external factors 
influencing what he does, might undertake to create a true account of a past event or period 
arises. Indeed there are those who have claimed in recent years that this is so impossible that, 
in effect, history is 'dead' ( Fukuyama 1992). With the emphasis on deconstructing texts and 
the belief that each and every interpretation of its meaning is valid, the post modem impact on 
history was a considerable one in the late 1980s and 1990s. Whether this 'hyper-relativity' as 
Evans (1997, p300) has referred to it will have a lasting impact on the discipline will have to 
await the passage of time. While it is clear that for certain individuals (ie. Harlen 1989, Purkiss
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1996, Damton 1983) and in certain journals (Social History, American Historical Review, Past 
and Present) it is the issue of the moment; there is clearly a great deal of history taking place 
that is all but oblivious to the logical conclusions to which relativity can be taken. As always 
such attacks draw forth responses with Telling the Truth About History by Appleby, Hunt and 
Jacob(1996) and Evans' In Defence of History ( 1997) acknowledging the problems before re­
asserting that historical research has a vital and valid contribution and detailing how the post 
modem criticisms can be met. Both works conclude that 'subjectivity' or 'relativism' is not a 
new problem nor is it incompatible with regard to the historian's purpose to reconstruct a 'true' 
account' of past events. What makes this seemingly impossible juxtaposi tion possible is the 
tight and unswerving commitment to the methodology of the discipline of history.
These recent writers align themselves with Thomson (1969) and Carr (1961) and 
earlier writers who offered guidance on these questions. Thomson wrote
" ..the price of effective free thinking, however, is submission to the disciplines 
imposed by the principles of the historical method. Investigation and verification of 
'facts' are undertakings governed by certain ineluctable rules. To ignore them or to be 
unskilled in applying them, is to court disaster."
(p35)
Despite the furore in certain quarters about post modernism and history, the central role 
of evidence, and the 'truth verifying' principle that accompanies its use seem to be so deeply 
entrenched in the discipline that they appear, in the late 1990s, to be intact and still providing an 
operating framework.
Evidence
Respect for, and commitment to evidence is therefore the  central feature of all 
historical study and is the basis on which interpretations are made and through which they can 
be challenged. The example below illustrates the importance of evidence as the basis of the 
whole historical process
Historian A presents an account of an event or a person or of a period of time which is 
not accepted by Historian B. The latter would wish to check the evidence that had been used to 
establish the account presented. This would include verifying that it existed and that it was 
authentic (ie.date, authorship) and that it had not been corrupted (by adding or deleting etc.). If
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either of these factors was found wanting not only would the account given be dismissed but 
so would the reputation of the giver of it as a historian.
However, assuming him/herself satisfied that the discipline's conventions on evidence 
had been strictly followed 'the truth' of the account could still be challenged. This is possible 
because there are always alternative interpretations possible of the sources used. Historian B 
could use the same evidence, interpret it differently and present another account of what took 
place. Both would be true.
However, even when it is conceded that the same evidence can be interpreted 
differently by different historians within and across periods of time this crucial concept of 
evidence requires further examination. What is, and what isn't evidence to a historian?
This is an area within which there have been very significant developments in the 
second half of this century. 5 .Not surprisingly, developments in this aspect of historical study 
were affected by developments in other areas and, in turn, further affected these. In the earlier 
section it was established that one of the major criticisms made of 'old' history was the 
narrowness of its political focus which when examined further led to the charge of 'elitism' 
because only certain sections of society were considered relevant. When historical study was 
chiefly engaged in these fields there was 'plenty' of appropriate evidence to work with. Of all 
elements in society the property owning and ruling elite are invariably the best documented 
(using the term here in its strong sense of paper document). However, once the inadequacy of 
an interpretation based on such a limited range of factors is challenged it inevitably leads to a 
widening of the evidence base. This broadening of what can legitimately used as evidence was 
an international development with Belgian and French historians playing a leading part.
Pirenne, Febvre and particularly Marc Bloch are often referred to as belonging to the 'Annales 
School' named after the historical journal Annales Economique et Sociale. This journal was 
increasingly influential from its launch in 1929 as it provided a platform for papers 
emphasising social and economic factors in their interpretations and thus challenging the 
prevailing narrow political and constitutional focus. The approach of Febvre, Pirenne, Bloch 
in Europe was matched by the work of Beard on the Frontier and Turner on the constitution in 
the U.S.A. Paper records alone proved themselves inadequate to provide the information these 
historians required as they explored the wider social and economic context in which the issues 
they studied occurred.
The names mentioned above, through the thoroughness of their works, were all
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influential in establishing the credibility of looking at the past from a wider perspective. Their 
studies focused not only on the impact economic factors had on the developments that took 
place but also the way these actually affected the people living at the time. Economic history 
inevitably gave rise to a parallel development in social history and the two were often 
combined. Therefore as the agenda widened so too did the range of what the historian could 
legitimately use as evidence.
The cross fertilisation of ideas between disciplines is difficult to trace but as history 
broadened to include social and economic considerations so it increasingly came into contact 
with disciplines based in these areas. The impact of Positivism has been felt in all disciplines, 
history included. As Marwick (1981) writes
"Whether or not Auguste Compte was a historian is an unproductive question; he
certainly had a profound effect on the development of historical studies."
and
"..wider claims were made for the theory of history which originated with Karl
Marx"
(p43/44)
Compte, Marx and the interest generated in the earlier works of Mai thus and Adams, 
plus more recent work like that of Weber (1920) all relied on economic features to explain 
social situations. The emergence of the discipline of sociology, the impact of economics as the 
way of explaining past and present political systems inevitably interacted with and affected 
developments within history. This impact, however, was much greater than just an 
acknowledgement that studies of the past required economic and social factors to be considered 
for an understanding to be developed. Compte and Marx, and also to a lesser degree Bentham, 
heavily influenced by developments in the natural sciences, presented a positivist or 
determinalist explanation for today's society and how it had arrived there. They proposed that 
there were actually 'laws' that once understood could be applied. Perhaps the most famous 
declaration of this is not in a 'history book' but in the opening lines of the Manifesto of the 
Communist Party (1848,1966 edition)
"The history of all hitherto existing society is the history of class struggles"
(p39)
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In methodological terms this was to make a major impact on the discipline of history 
and its legacy continues through to today. Was it possible to identify one particular factor, or 
combination of factors to explain all the events of the past and, implicitly from this, project into 
for the future? 6 .
History as a discipline has generally been skeptical of the use of 'laws' whether they be 
of 'progress', 'revolution', 'dictatorship' or the eventual arrival at a certain form of society. As 
will be explored in the following section of this chapter the exact combination of factors is 
rarely replicated for there appears always to be significant differences once a detailed analysis is 
undertaken of what took place. This is the 'unique event ' approach to history. Unlike the 
economist, the historian can never preface his interpretation with "All other things remaining 
equal" for it is so easy to demonstrate that they aren't. Marx wrote as a political philosopher 
but as his hypothesis drew so heavily on the past it was inevitable that the discipline's concern 
with evidence, its accuracy and validity, would create a tension that continues through to the 
present. Marwick (1981) writes of this
"To talk of a Marxist school of history... is probably to exaggerate Marx's importance 
as a historian; but it is almost impossible to deny his influence in some manner or 
another on almost everything of importance relating to history published since the late 
nineteenth century"
(p44)
The reaction against merely studying the ruling elite and the widening focus on other 
groups in past societies invited, required even, an attempt at explanation as to why the society 
should be so. Important as material and economic factors were increasingly acknowledged to 
be the discipline as a whole remained skeptical of 'single factor analysis'. Historians like Bloch 
and Febvre in Europe and Beard in the USA were looking to the use of a greater range of 
evidence to answer the questions posed. The contribution of Marx is perhaps best seen as an 
important, but nonetheless only a part of, the wider development in historical study as it 
moved away from the narrow focus on constitutional and diplomatic history.
One important aspect of the positivist legacy that continues to inform historical study is 
the contention that an understanding of the past can help to understand the present. This is
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found in both its strong and less strong forms with the past being viewed as necessary to 
explain the present (Beard 1913,Bowles and Gintis 1976), to understand the, present (Bloch 
1941, Rogers 1987) and as a reference point (Marwick 1981))for the present day events. The 
danger of identifying links and significant events with the advantage of hindsight risks what 
Carr has already been quoted as noting
"By and large the historian will get the kind of facts he wants. History means
interpretation."
(p23)
The role of interpretation must involves choices and once again this focuses attention on 
the person making the choices; the historian him/herself. However, before turning to consider 
this element of the equation, the implications of the widening of the evidence base needs to be 
examined a little further.
As what could legitimately be used as evidence has continued to broaden in the 
twentieth century and the awareness of 'making choices' has come to the fore it has raised the 
problem of what needs to be included as the historian gives his/her account of the past. The 
influence of the French 'Annales school' has already been mentioned and it is from here that 
this problem has been addressed 'head on' with the concept of 'total history', histoire globale 
or histoire intégrale. As was noted above the journal Annales d'Histoire Economique et 
Sociale (launched in 1929) became a focal point as the various developments in the nature of 
history considered above occurred but it is important to note that it was reflecting current 
developments rather than initiating them. Turner's Frontier Thesis (1893) and Beard's 
Economic Interpretation of the Constitution ( 19131 have already been mentioned as 
highlighting the importance of economic factors when interpreting events but both these 
studies, like the works of Febvre and Bloch of the Annales school, actually involved a 
consideration of a wider range of factors. Indeed, they called upon all the evidence they 
considered necessary and relevant to explore their respective lines of enquiry and to pose their 
hypotheses. 'Traditional' documentary sources certainly featured but so to did their 
interpretation of economic and social forces, geographical features, archaeology, cartography 
and folk law. As will be shown this broadening of what was considered relevant and 
necessary information was to have an impact on what could be legitimately used as evidence.
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The reaction against the narrow emphasis of political and institutional history that had gradually 
been gathering momentum was eventually to reach its logical conclusion with the concept of 
'total history (above). Only by considering all relevant aspects, factors and features that were 
operating in a period could an attempt be made to understand and give an accurate account of 
what had taken place. And these factors continued to multiply .Whereas Turner and Beard's 
works were pioneering at the time due to the wide range of sources used they were later to be 
criticised and revised for not taking account of factors later historians felt needed to be 
included. This is one of the dynamics of the discipline and will continue to be so. The practical 
impact of such an all embracing approach to historical study has many implications which are 
still working themselves through. Not the least of these is whether it is actually possible for 
one person working alone to undertake such a task? If there are reservations about the viability 
of this it does lead to collaborative projects and the problems of shared interpretations or to the 
increasing specialisation of the discipline into narrower areas or onto narrower periods of time 
or areas of study? The implications of this for this present study are explored in the third 
section of this chapter. 7.
Marc Bloch's book The Historian's Craft (1941) and R.G. Collingwood's The Idea of 
History (1946) were both contemporary influences on the development of the ’new history' 
and have a continuing influence today. Their respective comments on this issue of what could 
be used as evidence are illustrative of the changes underway during these years.
"The variety of historical evidence is nearly infinite. Everything that man says or 
writes, everything that he makes, everything he touches can and ought to teach us about 
him"
and
"Everything is evidence which the historian can use as evidence"
"The whole perceptible world, then,is potentially and in principle evidence to the 
historian. It becomes actual evidence in so far as he can use it."
(Bloch 1941, p66)
"Anything is evidence which enables you to answer your question"
(Collingwood 1941, p246 & 280)
L.Smart Page 24
These statements illustrate that, not only was the evidence base now totally open 
ended, but that the centrality of the historian as an active player in the whole historical 
process was now being claimed. For Collingwood and Bloch it was the historian's questions 
which set this process underway and it was for the historian to decide what he/she would use 
as evidence to enable him/her to answer the question posed.
These 'new' developments are now accepted elements in the methodology of the 
discipline of history. Debates arise, and are likely to continue to arise, in relation to whether 
'new' forms of evidence (ranging from carbon dating to microsurgery techniques) are 
legitimate. Of course, it is not that the evidence is new but rather that the advances in 
technology have enabled greater access to an ever wider range of artefacts from the past. This 
is unlikely to lessen. However the important point to note again here is that these artefacts from 
the past and the available technology need to be activated by the historian in the form of a 
question or hypothesis. The past cannot speak for itself.
Having briefly outlined the key developments that have taken place as the 'nature' of 
history has developed it is now possible to relate these to that branch of the discipline known 
as history of education. It is the way in which the developments considered in this section 
manifested themselves in this branch of history that makes them relevant and important to this 
present study.
Part 2; 
Developments in the Nature of History: 
The Implications for History of Education.
As was stated at the beginning of this chapter, developments in the 'parent' discipline 
will necessarily have an impact in all the branches under which it is studied. This section will 
therefore explore the impact of the developments considered above in that branch of history 
known as History of Education. As will be shown, the impact has been considerable and any 
study undertaken in this field today will be significantly different from one undertaken 30 
years or more ago. This is certainly true of the present study.
In the previous section the developments in the nature of history were identified as 
falling within two broad areas, the substantive and the epistem ological (as used by
Gordon and Szreter 1989). These overarching categories will continue to be used in this 
section to provide a framework for the considerations undertaken. However, it is necessary to 
reiterate the point made earlier with regard to the dangers of viewing these as separate 
developments: they were intimately interrelated. The 'teasing out' of these two strands is only 
undertaken to facilitate the examination.
At the outset of this chapter it was argued that there is a discipline of history with a 
distinctive nature and methodology which is then applied to specialised fields or branches. 
Despite the high level of specialisation which takes place within these fields the position held 
here is that these remain branches of the 'parent' discipline, not disciplines in their own right. 
From this position it is therefore not surprising to find that the criticisms made of traditional 
history (as considered in the previous section) can be readily applied to the branch of history of 
education. The way these have manifested themselves in this area are the focus of this section. 
Similarly, and again unsurprisingly, it will be shown that the response to these criticisms and 
the developments they gave rise to had a major impact on the way the study of the history of 
education developed.
However, it is worth noting that this was not a one way process with History of 
Education responding or merely reacting to external developments elsewhere in the discipline 
and beyond. As will be shown, particular studies and developments within this field had an 
impact on, and contributed to, developments in other branches and to the evolution of the 
present understanding of nature of history itself.
As has been noted the allocation of dates to developments and changes is notoriously 
difficult. Exceptions confound generalisations and reactions often occur to further confuse any 
attempt to trace a course of an idea or movement. 8 .However, where possible, and with a high 
level of circumspection, the attempt to identify significance will be undertaken here. This will 
take the form of either key figures, publications or schools of thought, that 'moved the agenda 
along', or perhaps more accurately, helped consolidate or bring together diverse developments 
in different areas. The reason for attempting this is to create a framework in which the present 
study can be located.
To reiterate; 'narrow', 'elitist' and 'devoid of context' were the key substantive 
criticisms that came to levelled at traditional history. On epistemological grounds it was charged 
with being descriptive rather than analytical, of failing to take account of all the relevant factors
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and further, of failing to realise that the historian and his/her 'second record' was at the centre 
of the process of enquiry rather than standing apart from it.
How then did these criticisms manifest themselves within history of education?
Substantive Criticisms
Interest in the education dimension of history is a relatively recent development. In the 
U.K. R.H. Quick's Essays on Educational Reformers of 1868 is generally taken as one of the 
earliest works in this area (ie. Simon in Hirst 1983 p62.). Prior to this, education tended to 
feature as an element within more global works, usually within the domain of political 
philosophy. Plato's interest in education as a means to realising ends established by other 
means and for other purposes had provided the model for this treatment.
The substantive criticisms that came to be levelled at history as a whole can be readily 
identified within Quick's early work. The title itself is indicative of one of the main foci that 
history of education adopted for almost the next 100 years. This concern with 'the great 
thinkers' is one of the dominating themes in the vast majority of books and articles published 
as history of education began to establish itself 9.
Alongside this focus on 'the great thinkers’ two parallel ones can be readily identified. 
Firstly, the consideration of political writings, and, once the nineteenth century was reached, 
Acts of Parliament and Royal Commission's Reports came to dominate the agenda. The 
second major focus was on 'institutions'; universities, grammar schools, Workers Education 
Associations being just some examples of those given attendon.’Thinkers', 'Acts' and 
'Institutions' were the dominant themes within history of education (Midwinter 1966) until the 
1960s when the impact of the developments considered in the previous section led to a radical 
reexamination that continues underway today. As has been noted almost all the history of 
education courses over the last 100 years have been for trainee teachers and took place within 
university education departments or the old teacher training colleges (Gordon and Sretzer 1989, 
p5). The prevalence of the 'thinkers, acts and institutions' emphasis can be readily seen by a 
brief examination of the contents pages of the standard texts written to support these courses. 
These are still to be found on the library shelves in the education sections of university and 
college libraries. The History of Western Education by Boyd and King (Eleven editions 
between 1921 and 1975), Barnard's A History of English Education from 1760 (six editions 
between 1947 and 1969) and Curtis's The History of Education in Great Britain (editions from
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1948 to 1966) were some of the the most successful and widely used of this genre. Their 
contents pages consist of the above three categories while their bibliographies usually direct 
the reader to monographs dealing in greater detail with the names, acts and institutions 
featured. Few teachers trained before 1980 would have been unable to complete their courses 
successfully without coming into contact with at least one of the above texts. 10 .
The criticisms that were made of history in the wider sphere could certainly be made of 
this approach to history of education. It is important to realise that even when the the 'new' 
history made its impact on history of education it was never suggested that the study of ideas, 
or the people associated with them, or the study of certain institutions, or of changes in the 
educational systems was inappropriate for historical study. Nor was it claimed that valuable 
insights could not be gained by so doing. Rather the charge was to be made that by only 
focusing on some theorists and certain ideas, of the development of some institutions or parts 
of the system led to an incomplete study and thus a limited or flawed understanding of the 
period or events under consideration.! 1.
As these substantive criticisms grew it was inevitable that the manner in which they 
were studied also came under increasing scrutiny. However before turning to consider these 
epistemological factors it is necessary to explore the failure to locate events studied within their 
context. Nevertheless, before focussing on the epistemological dimension specifically, it is 
possible to consider the criticism of 'absence of context' a little further.
In the first section of this chapter it was seen how the mainstream historians' 
concentration on political/legal and diplomatic factors and the failure to locate these within the 
wider social and economic context was exposed as inadequate in providing an account of the 
period/ event. It is not at all surprising that when history written within the field of education 
was examined in the same manner it too was 'found wanting'. Fundamentally, it was the 
absence of considering the individuals, the ideas and events in the context of the times in which 
they occurred that was to prove damaging. The failure to explore what influences were at play 
as an idea developed or of a law was passed or a commission or institution set up increasingly 
cast doubt on the adequacy and thus the validity of the historical account produced.
This criticism of the failure to explore the context in which these developments arose 
was magnified by the increasing awareness that little work had been undertaken with regard to 
the actual impact any of them (educational idea, reform, Act or Royal Commission) had on the 
educational scene of the day (Gordon and Szreter 1989 p6). It was as if the ideas and events
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had occurred within a vacuum.
To understand the reasons why such a situation developed and held sway for so many 
years are not substantive but epistemological. Indeed, in many ways the substantive position 
outlined here is the result of the contemporary understanding of what knowledge is most 
valuable and how it is acquired. By now moving to consider the impact of the changes in 
epistemology that informed historical investigation the dynamics of this interaction can be 
appreciated.
Epistemological Criticisms
In Part 1 of this chapter the developments that took place within the parent discipline of 
history were considered. It was seen how they arose from the increasing dissatisfaction with 
the dominant Ranke/Acton approach. As was shown the approach used consisted of 
meticulously gathering together all the relevant information, taking great care to ensure its 
accuracy and authenticity. It was believed that this process in itself would provide the account 
of the past event. Analysis on the historian's part was not undesirable, it was simply 
unnecessary. This confidence in the methodology and the historian's ability to apply and use it 
in a depersonalised manner was the basis of this approach. As was seen, this was indeed a 
very confident, self assured approach because if the method was followed it would ensure a 
true and accurate account was the end result.
To reiterate briefly, two main epistemological criticisms evolved, grew in strength and 
together exposed the serious flaws in this model. These were, first, that the model's emphasis 
on political and legal factors was inadequate and that there were other factors that needed to be 
taken into account with economic ones increasingly claiming particular attention. In 
epistemological terms it was the changing belief in 'what knowledge is deemed important?’ that 
struck to the heart of this model. This inevitably took the debate into 'who is to decide this?' 
This second criticism was perhaps the most wounding one and really sealed the fate of this 
approach to the study of history. The confidence in the methodology relied very heavily on the 
assumption that the historian was able to apply it in a neutral, 'once removed' way. Once this 
ability to 'stand aloof from the investigation was challenged and then exposed (ie. Butterfield 
1931) as impossible it meant that any accounts written within this framework required 
reexamination. The historian him/herself had been brought in from the wings and placed very 
firmly centre stage. In epistemological terms 'how is knowledge created- and by whom?'
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Part 1 claimed that such major developments in the parent discipline would inevitably 
affect each and every branch of it. The vast majority of history of education publications of the 
pre 1960s period demonstrate the many of the traits of the traditional Ranke/Ac ton model. 
Gordon and Szreter's observation (1989, p i 1) that history of education was one of the 
branches of history that was rather slow to respond to the developments in the parent discipl ine 
itself is an interesting one and is returned to below.
As has been noted, this approach to the study and writing of history of education 
manifested itself in the style of its publications which reflect the prevailing substantive and 
epistemological positions.The tendency to describe rather than analyse prevailed with either 
limited or non existent attempts to place the ideas, events or personalities in the context in 
which they took place.
"The., criticism of the 'old' history of education is that it considered education as a 
closed world, operating apart from the wider society, the writers scarcely 
acknowledging economic, political and ideological pressures from without."
(Gordon and Szreter 1989 p7)
The effect of this being that
"Their blinkered perspective meant that, too, if only by implication, that change in 
education tended to be ascribed to endogenous factors to the exclusion of the 
exogenous"
(p7)
The 'course books’ referred to earlier provide examples of this. They are evidence of the 
underlying belief of the Ranke/Acton approach that it is possible to 'tell it as it was'. These 
books remain useful as reference books for details about Acts of Parliament, Royal 
Commissions and biographical details of individuals but are of very limited value in providing 
insights into the context in which these events and individual's ideas arose. It is not they 
'failed' within their own terms of reference, it is that the agenda they were working to changed.
The Impact of 'New' History on the Study of History of Education
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It is impossible to identify when one method or approach superseded another in this 
field but it is possible to trace the increasing influence of the criticisms considered above. This 
is to be seen through the changes in methodology adopted in studies undertaken and, most 
overtly, in those publications written to advise and guide those studying or intending to study 
the history of education. In the first section of this chapter certain influential, figures and 
publications were identified as having a significant impact on the developments that took place. 
The significance that came to be attached to the ideas and publications identified there was 
almost always a retrospective one for, although significance is often claimed for an event or 
idea, it requires the perspective of distance in time to establish whether this had any long term 
influence or impact. 12 .
In history of education the impact of the developments was felt somewhat later than in 
other branches of history. As has been shown the dominance of the model identified as the 
Ranke/Acton one can be clearly seen in the publications in this branch of history up to the 
1950s. It was noted that the most explicit statement of the prevailing understanding of the 
nature of the subject and its methodology was to be found in guidance material s produced for 
those working within the field. These were often, and continue to be, written by 'eminent 
practitioners'.
An example of this appeared in British Journal of Educational Studies in 1953 with the 
title of 'The Place of History of Education in Training Courses for Teachers'. The author was 
W. H.G. Armytage who became Professor of Education at Sheffield University the following 
year. Written to offer guidance to those working in this sphere it clearly reflects the traditional 
approach. The emphasis is on institutions, individuals and legal changes with no advice offered 
to the reader as to the need to consider wider social and economic factors. There is no 
encouragement to do more than make sure the trainee teacher is aware of the significant 
landmarks through a transmission process that appears to have acted as part of an induction 
into the profession. There is not the slightest indication that the choice of the significant events, 
ideas and people to draw to the trainee teacher's attention is selective and that this is a reflection 
of the values and beliefs of those making these decisions. The article as a whole is open to all 
the criticisms detailed in the previous pages.
A literature search in this field during the 1950-1960 period failed to uncover either a 
challenge to the approach outlined by Armytage or of any proposed alternative approaches. In 
their historical overview of the methodological developments in the study of the history of
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education some 35 years later Gordon and Szreter (1989 p47-54) include Armytage's article as 
representative of the prevailing approach.
In Part 1 of this chapter it was emphasised that the developments in what the nature and 
purposes of history were and the methodological changes that accompanied these were 
international rather than national ones (Herbst 1987). This was also the case in history of 
education. It is possible to identify three features in the process which led to the superseding of 
the traditional approach represented by Armytage. Together they help to establish the rough 
chronological framework that is being attempted here and into which, in the next section, this 
present study will be placed.
The first of these is that the 'new' history was slower to make an impact in history of 
education than in most other branches of history .Writing of history of education in 1971, 
Talbot (1971) establishes that
"If historians were frequently heard to lament the inadequacies of traditional 
approaches to the history of education, they were slow to do anything about them."
(in Gordon and Szreter, 1989, pl44)
Secondly, that the impact of the 'new' on the history of education in England and Wales lagged 
behind the impact it made in other countries with the USA, France and Germany being to the 
fore. Gordon and Szreter acknowledge the
".. transformation that the historical study of education in this country (U.K.) has
undergone in the last twenty years or so  In the United States .. the debate on the
study of education had begun some ten years earlier"
(pl)
while Lowe (1983) noted earlier
"... during the 1960s and for much of the 1970s English historians of education 
remained silent on the historiography of their subject at precisely the time that a major 
debate was raging in the U.S.A....
(in Gordon and Szreter 1989, p238)
L.Smart Page 32
The third feature arises from (and in so doing reinforces the previous two) the 
acceptance of the influence exerted by historians of education in other countries on the 
direction the study took in the U.K. Two particular works are regularly identified by British 
writers (ie. Talbot 1971, Silver 1983, Lowe 1983, Gordon and Szreter 1989 ) The two are 
Bernard Bailyn's Education in the Forming of American Society and Lawrence Cremin's The 
Transformation of the School both published in the U.S.A. in 1960 and 1961 respectively. 
Because of the influence the ideas and approaches were to exert on developments in the U.K. it 
is important to briefly consider what they had to say. The influence on this present study is 
considered in greater depth in the final section of this chapter.
As is often the case with 'the significant work' it is not the originality of what they 
have to say but rather the success they have in bringing together, that is synthesising, ideas and 
developments that have been underway for some time. There is also the timing of the 
publication for it is not just what is said but when it is said that affects the impact made.
The influence of Bailyn and Cremin on the direction history of education in the U.S.A. took in 
the post 1960s period appears universally acknowledged with many of the key 'revisionist' 
historians like Katz, Kaestle, Tyack, Lazerson and Bowles and Gintis acknowledging the 
influence on the directions their own work took.
At the risk of oversimplification, the dominant theme of these two books can be 
identified as the necessity to firmly locate any study of education within its socio-economic and 
political context. The claim was made that without this an accurate attempt to understand what 
did, or did not, take place cannot be achieved. Gordon and Szreter (1989) in their overview of 
developments in history of education in the U.K. acknowledge the significance of the 
importance of Bailyn's book in the following way:
".. influential here was the small classic, 'Education in the Forming of American 
Society' by Bernard Bailyn. His insistence that education be studied "in its elaborate, 
intricate involvement with the rest of society" was both salutary and seminal"
(p7)
The charge that both Cremin and Bailyn made of the existing history of education in 
the U.S.A. was that it failed to do this. They argued that historians had focused too 
extensively on the growth of the public school system itself. More damagingly they also
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claimed that in so doing they had read
"present issues and definitions into the past"
(Bailyn 1960 p9)
Silver (1983) summarises this so
"The history of American education, they suggested, had been distorted and truncated 
by focusing almost exclusively on the growth of the public school as a basic instrument 
of American liberal, progressive, industrial, democratic development... The old story 
was not adequate.... narrowness of vision had produced falsified history".
(p23)
Bailyn’s and Cremin's studies ruthlessly exposed the myth of history as the steady, 
liberalising forward moving process of society which was reflected by similar advances in the 
society's institutions. 'Whig' or 'celebratory' history (as it was also known in the U.S.A.) 
proved unable to withstand the scrutiny it was to be put under in the revisionist period of the 
mid 1960s and 1970s.
As with the developments in the parent discipline these criticisms inevitably brought 
the writers of these accounts, the historian him/herself to the centre of the debate. As greater 
attention was now paid to the historian in the process of presenting an account of the past 
Hexter's concept of the second record- -that is what the historian brought to his task was 
increasingly acknowledged as being of real importance. The 'starting points' chosen, the 
concepts used, the interpretations presented all came under scrutiny before the actual account 
itself was considered. Silver (1983), a leading British historian heavily influenced by these 
developments, drew attention to their importance
"The very starting point is an act of interpretation.... Historical revision has become 
concerned more and more not only with starting points but also with the validity of the 
concepts associated with them."
(p2)
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The awareness, and increasing acceptance, of the fact that the historians' 'starting 
assumptions' were a significant element in the process of writing an account of the past was 
now acknowledged in the sphere of history of education.
Bailyn and Cremin certainly had a major impact on the way in which history of 
education was studied from the 1960s on. However, besides affecting future works this 
development also had a regressive impact for, as Bailyn (1960) perceptively noted:
".. education not only reflects and adjusts to society; once formed, it turns
back upon it and acts upon it."
(quoted in Gordon and Szreter 1989, pl5)
The dynamic of developments in the nature and methodology of history is one that 
works both forwards and backwards.The implications of this for this present study are 
considered in the following section.
Gordon and Szreter conclude however that the impact of the 'new history' was less 
dramatic in the U.K. than in the U.S.A (1989 p8).l 3 .Nevertheless, in the books published in 
the period from the late 1960s on there is a distinct difference in both the focus and the 
methodological approach adopted from the earlier history of education texts (ie. Curtis and 
Boultwood (editions published 1948-1969) and Barnard (editions published 1947-1966). The 
titles themselves are often indicative of these changes. Illustrative examples include Musgrave's 
Society and Education in England Since 1800 (19681. Simon's The Social Origins of English 
Education (1971). Lawson and Silver's A Social History of Education in England ( 1973). 
Gordon and Lawton's Curriculum Change in the Nineteenth and Twentieth Centuries ( 19781 
Goodson’s School Subjects and Curriculum Change:Studies in the Social History of Education 
(1982) and reflecting recent developments Lawton's Education, Culture and the National 
Curriculum (1989). The 1970s saw several series of books produced specifically for Initial 
Teacher Education courses which consisted of a chapter on each of the component elements; 
psychology of education, sociology of education, philosophy of education and also history of 
education. J.W. Tibbie's The Study of Education (1966) was a typical and widely used 
example of this genre with experts in different fields contributing a chapter each. In this volume 
the history of education expert is Brian Simon who along with Harold Silver and Roy Lowe 
were to the fore in bringing the agenda of the 'new' history to bear upon the study of
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educational history. Simon's chapter is a considered and deliberate attempt to relate the 
concerns and developments that had been occurring in the wider parent discipline of history to 
the history of education. Interestingly, he contributed a similar chapter (p62-83) to a similar 
style book by P. Hirst Educational Theory and Its Foundation Disciplines published 17 years 
later in 1983. It is in effect an update of the previous one and clearly shows how what was 
presented as suggestions for future direction in 1966 had become accepted as the prevailing 
approach during the interim.
However, it is in the relevant journals, particularly History of Education (founded 
1972), Journal of Contemporary History (founded 1965) and Past and Present (founded 
1952) that one can clearly trace the increasing influence of the 'new' over the traditional. It is 
not coincidental that education also featured much more prominently in journals whose first 
audiences were not educationalists (ie. Economic History Review). Gordon and Szreter 
(1989) refer to this increase as 'striking' and note
"Within the last decade, the proliferation of articles on educational themes in 
history and other humanities periodicals has been striking, as has been their increasing 
sophistication. A Bibliography (Szreter 1986) published in 1986 and covering nearly 
fifty non-education periodicals over a period of nearly fifty years testified to a fast 
growing active research interest in education among a wide variety of scholars engaged 
in disciplines other than education".
(p!3)
This reflects a two way development as history of educationalists widened their scope 
as they sought to place educational developments in the wider context while economic, political 
and social and intellectual historians became increasingly interested in how developments in 
education were often manifestations of what was happening in their own areas.
The movement towards what Bloch and Febvre had called histoire intégrale or histoire 
globale was certainly underway as this overlapping continued to take place in the post 1970s 
period. It is a process that is still underway today.
Inevitably, there were critics of the direction being taken and one of the major concerns 
expressed was as to the dangers of 'spreading oneself too thinly' (ie. Jarausch 1986, Talbott 
1971 in Gordon and Szreter 1989, pl44 ). As the substantive and epistemological criticisms
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that have been considered were increasingly addressed this was always going to be a potential 
problem. However, in his pre-war advocacy of histoire intégrale Bloch was well aware of the 
impossibility of one historian being an expert in all fields or periods and concluded that 
specialism was both desirable and inevitable. As Marwick (1981, p79) notes it was not 
specialism of a 'tunnel vision' nature but rather specialism with both an awareness and 
willingness to move into other specialist areas as the need arose.
The move to place educational history in the context of the time and society it took place 
in had therefore brought social and economic factors to the fore. This was part and parcel of the 
move to a more analytical rather than descriptive account of the events studied. In the field of 
history of education there is a marked absence of the use of applied theory* to explain why 
events happened as they did. However, the response to one work that did attempt 'applied 
theory is interesting and provides an important insight into the developments underway. Not 
surprising the key text that has come to exemplify this particular development came from the 
U.S.A. Samuel Bowles and Herbert Gintis's book Schooling in Capitalist America ( 1976) 
was very much part of the revisionist movement that Bailyn and Cremin's work (see above) 
stimulated. It adopted an uncompromising Marxist explanation of the relationship between 
school and society and the developments that took place. In this work the authors contend that 
the underlying and ever present factor that determined the educational developments in the 
U.S.A. were the requirements of the capitalist economic system. These included social 
stability, the provision of a suitably skilled labour force and the subscription to competitive 
business values in particular. They argue that the failure of the progressive reformers 
traditionally credited with the development of the liberal democracy to realise that any changes 
advocated would have to be within this framework was naive, or worse.
The significance of Bowles and Gintis in this context is that it remains the most overt 
example of applied theory in the history of education field and its importance as such is readily 
acknowledged.
Silver (1983) refers to it as
"The key text in Britain and the United States was Bowles and Gintis's Schooling in
Capitalist America. "
(p273)
However when he continues with
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" Whatever grains of truth might lie in any of this (that is the explanation they put 
forward ) these are political assertions masquerading as history."
(p273)
he is reflecting the way this particular work has been widely reacted to since its initial impact. 
Button and Provenzo in History of Education and Culture in America ( 1989) react to it
thus,
"This book (their book) was not written, as others have been, to demonstrate a social 
theory. We are interested in social theories, but as a way to explain, not as theories to 
be historically demonstrated."
(p2)
These reactions are of particular interest when related to the developments already 
considered in relation to the historian and his/her starting point. Firstly, the central role of the 
historian and what 'second record' they bring to his/her studies as their second record. Bowles 
and Gintis, through their openness in declaring their own starting point (and the assumptions 
that accompany it), immediately risked undermining their own case on Carr's
"..by and large the historian will find the evidence he is looking for"
principle.
Secondly, the attempt to present 'an answer’ flew in the face' of the wide ranging 
developments that destroyed the earlier model that claimed to 'tell it as it is'. The Ranke/Acton 
approach had claimed to lead to 'definitive' accounts and had suffered the fate it had as a result 
of this.
Bowles and Gintis appear to have claimed the interpretation rather than one 
interpretation for for their work. As such there is a rejection of two of the central tenets of 
giving an historical account based on studies undertaken. That is firstly, the tentative , as 
opposed to absolute nature of facts and, secondly, that the choice of these and the manner of 
presentation is always an interpretation that will, in turn, be affected by the historian's own 
values and beliefs.
Whatever the contribution made to the understanding of how the American school
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system had developed I suggest that 'Schooling in Capitalist America' did make a significant 
contribution in another way. The implications of the changes that had been occurring in the 
broader, parent discipline of history were still being worked out in the branch of history of 
education. In the area of methodology Bowles and Gintis's work took history of education into 
an area that had hardly been explored up to that time. If the Ranke/Acton model that was 
considered above is viewed as towards one end of a spectrum of how history of education can 
be studied then Bowles and Gintis would appear toward the other end. A spectrum which at 
one end denies the historian having any analytical role in providing an account of the past to, at 
the other, having the historian bringing his/her ready made theory which he seeks to verify 
through her/his study of the past.
While history of education was moving away from the decontextualised, narrowly 
focused and overly descriptive accounts associated with one end of this spectrum it has shown 
an unwillingness to embrace the 'definitive explanation' account associated by the other.
To conclude this section this can be illustrated with reference to just two of these 
developments as they provide an insight into the methods now associated with the use of the 
’new history', a process which is developed in greater depth in the third part of this chapter.
Firstly, events needed to be studied in context. This context, under the influence by the 
work of Bloch in mainstream history and Bailyn in history of education was now established 
as being a multi-faceted context, not a single factor one. Economic relationships were certainly 
a key factor but Bowles and Gintis' condensing all others, including social, psychological and 
intellectual to aspects proved too reductionist. It was challenged as being 'unhistorical' 
(ie.Silver 1983 p254/5), in that is it did not stand up to scrutiny when the evidence provided 
was examined in relation to the conclusions drawn from it.
The second area on which this approach was not 'at one' with the developments that 
had, and were taking place, within the discipline was with regard to the place of the historian 
him/herself. Carr’s warning "that the historian will find the evidence he/she is looking for" has 
been used more than once already. It was really intended to alert the reader to the unspoken or 
unacknowledged agenda that the historian brought to his/her studies as they gave their account 
of the past. Bowles and Gintis readily acknowledged their own agenda, values and beliefs and 
made no attempt to hide the Marxist model on which their interpretation is based. This appears 
to have been an attempt to avoid criticism based on Carr's comment. However, when linked 
with the previous point concerning the failure to consider all the factors at play in any situation,
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such a proclamation seems to reinforce rather than negate the warning given.
What then are the implications for contemporary studies undertaken in the field of 
history of education in light of these wider developments? The final section of this chapter 
outlines the method and methodology adopted in this present study. The method adopted is a 
reflection of the author’s understanding of the developments considered in the first two 
sections and the implications of these for the researcher in this field in the late 1990s.
Part 3 
History of Education: Methodology and This Study
In this final section the framework in which this present study is undertaken is outlined 
and the methodology employed is made explicit. This overall framework and methodology 
arise directly from the issues and developments considered in the previous two sections and 
reference will be made back to these.
As this is undertaken an attempt will also be made to locate history of education as a 
mode of enquiry within the wider generic models used in research, particularly that referred to 
as qualitative enquiry. Through the above the intention is to establish the validity of the 
methodology used here.
Throughout the previous two sections the interrelated nature of the different aspects and 
developments considered has been stressed. As the key elements of the methodology employed 
in this study are now identified and considered in their own right the overall relationship needs 
to be emphasised at the outset. None of the elements are Tree standing’ but for the purposes of 
clarity of treatment each is identified and considered separately. However, before considering 
these elements it is appropriate to establish the purpose of studies in the field of history of 
education.
The Purpose of Research in the History of Education
Writing about research in education across the disciplines Edson (in Sherman and 
Webb 1988) states
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"If we view the purpose o f .. enquiry as a quest to gain understanding there is no 
method per se, only methods to gain information with which we construct our 
understanding"
(p44)
Historical study in education is just one dimension of this process towards a greater 
understanding. The questions as to why we might want to understand, what we might want to 
understand, what we might then do with this understanding, how this understanding might be 
acquired and who ought to be involved in achieving this understanding immediately arise. The 
responses to these questions have changed over time and at any one time there are likely to be 
different positions held. The questions themsel ves are as much philosophical and often 
politically philosophical as they are to do with history and they have engaged eminent thinkers 
since at least the time of the Ancient Greeks. However, as has been established in the first 
section of this chapter, all historical study, and therefore all history of education studies, 
attempt to construct a true account of that part of the past under consideration. Historians so 
engaged in the 1990s are aware of the constraints and limitations placed on them in their 
attempts to do this. It would be most unlikely to find books claiming to provide 'the definitive 
account' in the 1990s whereas a century ago it was quite common.This more tentative approach 
should not be interpreted as a lessening of confidence, just a greater awareness of the 
parameters.
"Tempered by the knowledge that no historian can ever discover or communicate the 
whole truth about a person or event or a place in the past historians seek to create as 
closely as possible."! 4 .
(Edson in Sherman and Webb 1988, p44 )
This should not be interpreted as meaning a mere description of this past. As was clearly seen 
in Sections 1 & 2 this has been exposed as being neither possible nor desirable in terms of 
developing the better understanding being sought. This study is therefore be at one with Edson 
when he continues
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"... historical enquiry seeks to interpret and explain the significance of past 
experiences, not merely to describe them."
(p48)
’Interpretation’ and 'significance' are concepts considered in greater detail in the 
following pages as their role in seeking 'to explain' is explored. Edson's statement reflects 
what this study attempts to do with the term 'seek' being important here because of the tentative 
element it adds.
Considerations of the purpose of history of education invariably explore the 
relationship between knowledge of the past to inform present or future action and is one that 
continues to be debated. It is interesting to note that Cohen and Manion (1994, p44) in 
Research Methods in Education quote a mid 1960s text (Hill and Kerber 1967) in their chapter 
on the value of historical research. This 'value' is identified as: to enable solutions to 
contemporary problems to be sought in the past; to throw light on present and future trends. 
They write
".. the ability of history to employ the past to predict the future, and to use the 
present to explain the past, gives it a dual and unique quality which makes it especially 
useful for all sorts of scholarly study and research" (emphasis added)
(p44)
and continue
"Historical research in education can also show how and why educational theories 
and practices developed" (emphasis added)
(p45)
As far as the author is concerned this identifies too close a relationship and the 
publication date (1967) of the key text used to arrive at this position is significant. Cohen and 
Mannion, surprisingly, appear unaware of the developments that had taken place in the interim 
(see above). They do use a footnote to say that this value may not be accepted by all historians 
but the converse message is more overt in the main body of the text. The developments 
considered in the previous two sections and particularly the increased acceptance that all written
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history is an interpretation and further, that this interpretation is one affected by both the 
person and the period in which it was written has led to a greater degree of circumspection 
being made for its utility. The 'person and the period' element is explored in detail below.
What is claimed for this study is a contribution to a greater understanding of why 
certain ideas and a certain method came to the fore when they did, in the society they did. No 
claims are made beyond this. However, when the 'author and his times' are considered as one 
of the key elements later in this section it will be seen that the choice of this aspect of education 
to seek a greater understanding of is not arbitrary while the specific reasons that led to this 
present study being undertaken have been outlined in the Introduction.
Having considered the purpose and value of history of education it is appropriate to 
consider the methodology that is employed here to realise these aims. The key elements of this 
methodology are now considered in turn.
a. The central role of evidence, its forms, its potential and its limitations.
"Evidence is crucial (used in its literary sense) to history."
Stanford (1986, p56)
".. the historian's picture (of the past) stands in a peculiar relation to something called 
evidence. The only way in which the historian or any one else can judge, even 
tentatively, of its truth is by considering this relation;... what we mean by asking 
whether a historical statement is true is whether it can be justified by an appeal to the 
evidence: for a truth unable to be so justified is to the historian a thing of no interest".
Collingwood (1946, p246)
"In one sense nobody can study the past: they can only study relics of the past, and the 
chief job of the historian is to invent ever more refined and subtle ways of discovering 
more relics and of learning more from all the different sorts of relics in our possession"
Thomson (1969, pl7)
In the earlier sections of this chapter the nature of history was explored and the
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developments in this traced. It was seen how the concept of evidence remained central 
throughout a ll the developments that took place. Indeed, it was suggested that the broadening 
of what could legitimately be used as evidence was a catalyst for these further developments. 
The quotes above also draw attention to the relationship between the historian and evidence, 
highlighting the issues of judgment, interpretation and the according of significance. These are 
impossible to separate from the historian him/herself and are discussed in the following section 
on the Writer and His Times.
The two terms 'evidence' and 'source' are sometimes used alongside each other but it is 
important to establish the difference clearly at this stage. A source is something that remains 
from a previous age and is accessible to the historian in his/her studies. A source becomes 
evidence when the historian uses i t . When the historian uses the source, to support or argue 
against, it becomes evidence and becomes liable to the examination process outlined below. As 
was explored in the first section 'sources do not speak for themselves'. As Collingwood 
(1946) stated sources
"become actual evidence in so far as he (the historian) can use it"
(p246)
Thomson ( 1969) expanded on this
"They (sources) speak only when spoken to and when asked the right questions. They 
then become evidence for or against some contention of the historian. To amass them 
results in mere incoherence unless the historian approaches them with fruitful questions 
in mind."
(p39)
And touching on an issue that is considered in more depth below, Marwick (1981) stresses 
that the importance or significance of a source does not reside in the source itself.
"Primary sources do not have an autonomous value entirely apart from the questions 
which the historian wishes to ask and the context in which he wishes to set them"
(pl38)
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From this position it is appropriate to outline what/orms of evidence will be used in 
this study, what procedures will be used to verify their reliability and to identify the limitations 
they might have.l 5 .
A source is referred to as being either 'primary' or 'secondary' and as both forms are 
used in this study it is necessary to clarify this distinction. Fundamentally, a primary source is 
one whose origin lies in the period being studied. A secondary source is one that is about the 
period being studied but originated outside it, which in effect means after it. The most 
respected of secondary sources will be based upon primary sources (or the ones that were 
known of) when they were written. Secondary sources are, by the very nature of the historical 
process , interpretations of the primary source material and are thus affected by the second 
record of the author and the time they were written in. It can be seen that the status of a 
source,either primary or secondary as based on the above definitions, is not constant. This 
can be clearly seen through the way they are used in this study. The focus period is established 
as being either side of the year 1908 and therefore anything written, or otherwise produced, 
during this period is a primary source. However, as will be seen, within less than a decade 
commentaries about the Project Method were being written and these are significant sources in 
their own right. There is no problem with this but it is necessary to identify the relationship of 
the latter to the former and this will be undertaken in an explicit manner when each is used. As 
with all sources about any one period, person, event or idea it is never a complete collection or 
record. It would be a mistake to believe that 'more', of itself, makes for easier or 'better' 
history for the relative significance of each bit still needs to be established and interpreted. Yet 
again this brings the historian into the centre of the process (see below). However, whatever 
the differences between historians, the way they verify and validate the sources they use is 
common.
When using primaiy source material one of the first issues the historian has to consider 
is its authenticity. It would be unacceptable to rely upon passages of original documents 
quoted in secondary sources for two reasons. The first is simply the element of an error 
occurring in the transfer or printing process. The second is that the writer of the secondary 
material has chosen to include that particular piece of text, photo or whatever for his/her 
purposes. Assuming accuracy, the very process of choosing is itself part of the interpretation 
and what was not included, either before or after the quote or photo used may be of 
significance. While unable to spend time in the Library of Congress working on the original
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documents from the period considered, I have been fortunate in receiving tremendous support 
from the library service in obtaining photocopies of all the documents I have requested. Having 
satisfied myself that all the page numbers were concurrent and that the photocopying had not 
missed any parts of the pages I would argue that primary evidence is being used here and that it 
satisfies the authenticity test.
The next issue with regard to the use of a primary source is 'is it reliable"?
The questions that need to be asked include examining its status: a private letter; an official 
report (if so local or national?) ; a conference paper ( to whom?) ; ajournai article ( target 
audience, whom? ) ; a survey (numbers involved, procedures for collecting and processing 
data ? etc). All these take one into the area of 'purpose'. Who wrote it and in what capacity 
were they writing? Why was it written? Who was its intended audience?
Complete answers can rarely be found to these questions. However, they must be 
asked for the degree of success in answering the questions posed will affect the degree of 
significance that can be accorded to them.
Secondary sources will also be used at different stages in this study. Although no other 
study has considered the Project Method in the way undertaken here it does feature in many of 
the books that have examined the educational developments in the USA during the twentieth 
century. The amount of space given to it in these books and the significance accorded to it 
varies very considerably. This significance and the interpretation reflects the focus of the work 
itself and this can provide an insight into the author's own 'second record' and the times in 
which he/she wrote. As long as these are realised and taken into account secondary sources can 
be extremely useful as the account is assembled. It is, for example, often the case that the 
writer of one primary source was unaware of another development happening at the same time. 
This may have been within the same area (ie curriculum) but could also be in other wider fields 
such as demographic change, the changing economic balance between different parts of the 
country or between agriculture and industry. Quite simply, information about these latter 
factors may not have been available to the writer of the time. As Stanford (1986, p65) 
perceptively comments, sometimes the secondary writer simply 'knows more' than the writer 
within the period under consideration.
The fact that all secondary source materials used as evidence are interpretations can 
also prove very useful. They can often act as catalyst for one's own thinking, in those cases
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where the significance accorded to a primary source or the interpretation given to it is not at one 
with one's own. In this study this proved to be the case on several occasions and when this 
occurs it is acknowledged.
Both primary and secondary sources are thus called upon to provide the evidence for 
the arguments presented in this study and, as has been illustrated, both have respective 
strengths and limitations that are recognised.
b . Significance and Interpretation
Throughout Parts 1 and 2 of this chapter the increasing awareness and acceptance of the 
role the historian plays in giving an account of the past has been traced. In the consideration 
just given to sources and evidence this central role was again brought to the fore. Until the 
historian interacts with the 'relics of the past' (Thomson 1969) they lie dormant, contributing 
nothing to our understanding of previous ages or events. It is the historian who chooses what 
to investigate and the focus for this investigation. The choice made, of itself, is significant and 
provides an insight into the writer's agenda and possibly the agenda beyond the individual 
while Silver (1983) argues that
"The very starting point is an act of interpretation."
(p2)
By choosing to study 'a' rather than 'b', to start with the year 'x' rather than 'y' are 
choices that reflect the significance the writer attaches to them. There is nothing 'wrong' with 
this, indeed it is inevitable, but an awareness of the fact that choices have been made which 
could have been otherwise is desirable on both the writer’s and his/her reader's part.
Collingwood's maxim that " everything is evidence that the historian can use as 
evidence" (1946, p246) could appear to offer carteblanche as he/she proceeds to construct 
his/her account. In effect this is not so and there are severe restraints.
Thomson (1971) explains why this is not the case
" Historical study shares this characteristic (the questioning of the accepted) with the 
natural sciences', in that the greatest advances or break- throughs in knowledge and 
understanding come from a continual questioning, readiness to challenge even the best
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established conventional wisdom, provided that adequate facts and logical argument 
can be mobilised against it. 'Free thinking' is as essential for the historical attitude as 
for the scientific attitude, and in the sense of an absence of inhibition about questioning 
accepted truths. The price of effective free thinking, however, is 
submission to the disciplines imposed by the principles of the historical 
method. To ignore them, or to be unskilful in applying them, is to court 
disaster." (emphasis added)
(p35)
It is the methodology which imposes the constraints on the historian's interpretation 
and the account he/she constructs and presents. Sources may be used that were previously 
unused, sources may be given a different interpretation and sources may be combined in 
different combinations. All of these may lead to them being accorded a significance not 
previously realised/acknowledged and thus lead to a different interpretation than before. 
However, the scrutiny that then takes place to establish the 'adequacy' of the evidence accorded 
significance to support the interpretation given takes place. Thomson's warning about the 
consequences of ignoring them (above) are very real. In Section 1 it was seen how the work of 
many nineteenth century historians came to be challenged when the significance they attached 
to a limited range of sources (to the exclusion of others) was deemed to be inadequate by other 
historians.
The criteria for according significance to a source lies with the historian and he/she 
must argue his/her case when the claim is made. Contemporary claims for significance of a 
paper, book, law etc are not always substantiated when they are examined after the passage of 
time. Conversely, similar papers, books, ideas etc. which did not appear to be particularly 
significant at the time can prove to be so when they are looked back upon with the advantage of 
the perspective allowed by the passing of time. As will be seen in Chapter 5 this is the case 
with some of the sources assembled to substantiate the case that is presented here.
c . The Importance of Context: Its Implications for this Study
One of the major and most damaging criticisms of traditional history of education was 
that the ideas, the people, the laws and the institutions it considered were not placed in their
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contexts. In Part 2 it was shown how this proved to be a damning indictment, casting grave 
doubts on whether the accounts thus constructed did provide any 'understanding' because they 
were incomplete or inadequate. Perhaps the distinctive feature of the 'new' history was its 
emphasis on the importance of studying issues in their contexts. As has been shown in Section 
2 the implications of these developments in the parent discipline for studies in the history of 
education were very considerable. Fundamentally, it meant that any attempt to give an account 
of educational change (or aspects of it) that did not examine the wider context in which in it 
took place would not be treated seriously. 'Total history' or histoire integral was, as has been 
considered, the logical outcome. This summary, however, makes these developments sound 
more linear and straightforward than is the case in practice. While the acknowledging of the 
need to consider context gained universal acceptance the degree to which different aspects of it 
were accorded significance varied dramatically between different historians. Once again the 
central role played by the historian, his/her second record and the times in which he/she wrote, 
prove to be a determining factor.
It is accepted that different historians will give different emphases to different elements 
that make up the context in which the events they wish to study occurred. This takes place 
within the freedom to 'establish and accord significance' as has just been discussed. However, 
as was noted there, it is a freedom within certain parameters with consequences for those who 
move beyond them. This is relevant with regard to one of the secondary sources used in this 
study and illustrates this point. Schooling in Capitalist America (Bowles and Gintis 1976) has 
already been referred to in the previous section as developments within the parent discipline 
were considered. It was published within that period usually now referred to as the 'revisionist 
period' when the claims made for the links between liberal democracy, schooling and the 
economic framework of society were being critically reexamined. As was also noted in Part 2 
the interpretation the authors presented was that the economic relationships imposed by 
industrial capitalism determined the way the educational system had developed. This was not 
only predictable but inevitable because they believed that the economic factors determined all 
other variables; political, social and intellectual. A brief consideration of the criticisms made of 
this approach to historical research is useful at this point for it illuminates the approach adopted 
within this study.
The first criticism made of Bowles and Gintis' interpretation was that it is 'inadequate' 
because of its reductionist approach of subserving all the relevant variables to the economic
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one. Silver (1983 p 250), Button and Provenzo (1989) are but two who disagree that this 
relationship is as ’functional* as claimed. They argue that the relationship between the variables 
is more complicated and involved than was claimed and support this with appeals to the 
evidence. While the historian has the freedom to choose which aspect of the involved 
relationship between school and society to emphasise, it cannot be at the expense of the other 
elements. To do so risks leaving the account constructed open to the very same charges that 
were made so effectively against the late nineteenth century histories of failing to consider all 
the relevant factors thus leading to an incomplete and inadequate account.
The second criticism relates to the degree to which the historian's own second record 
can determine the agenda for an historical enquiry. Bowles and Gintis are charged with 
bringing a theory to their investigation which they then sought to validate. On Carr's dictum 
"By and large the historian will get the kind of facts he wants" (1964 p23). It is not surprising 
that this validation was achieved. The charge that such an approach is 'ahistorical' (Tuchman 
1981, p23) was therefore possible.
Button and Provenzo (1989) noted in their Introduction
"This book was not written, as some others have been, to demonstrate a social theory. 
We are interested in social theories, but as ways to explain, not as theories to be 
historically demonstrated".
(p2)
Thus they keep their options open when calling upon other sources and perspectives that may 
not fit.This reflects the mainstream approach to the use of explanatory theory in history.
Simon (1983), not unsympathetic to the analysis of Schooling in Capitalist America, expresses 
similar concerns
"I do not think that educational evolution can be interpreted as the simple reflection of 
the economic or occupational structure; as if there were some direct linear relationship. 
This thesis, presented by Bowles and Gintis in their well known book, Schooling in 
Capitalist America (1976), also contains a half truth but is equally open to the charge of 
mechanism, in that it fails to recognise the complex nature of the relationship between 
education and economic structure; its mediating role, its degree of relative autonomy."
(p8U
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This present study is an investigation of the m any  factors that are identified as having 
had a bearing on the origins and early development of the Project Method as an approach to 
teaching and learning. Every attempt is made to locate the issues and developments considered 
within their context. This context is as Bailyn referred to i t  "in its elaborate, intricate 
involvement with the rest of society". The 'context' as interpreted here is an inclusive one with 
degrees of significance being established and substantiated in an attempt to further the 
understanding of the questions posed at the outset. Bowles and Gintis's work remains a useful 
secondary source which is used within the main text.
In the introduction to this final section it was stated that one of the intentions was to 
relate this history of education based study to the wider generic term of qualitative research. 
The discussion of context is a pertinent place to explore this further for it links directly with 
the penultimate element considered, the holistic nature of the enquiry.
Discussing qualitative research Shimahara, in Sherman and Webb's Qualitative 
Research in Education : Focus and Methods ( 1988). argues that human behaviour is shaped in 
context and that events cannot be understood adequately if isolated from their contexts and that 
this is a central feature of qualitative enquiry. He believes that this is a necessity because
"The aim of qualitative research is not verification of a predetermined idea, but 
discovery that leads to new insights."
(p5)
Exploring the relationship of history of education in the late 1980s to qualitative 
research Edson (in Sherman and Webb 1988) concludes
"As a discipline history is a mode of enquiry for, along with other qualitative 
approaches to research, it shows a concern for context, for understanding research in 
natural settings, for the wholeness or integrity of experience and for interpreting and 
explaining the significance of the experience".
(p47)
Interpretation, the according of significance and the importance of context have all been
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established as key elements in the methodology employed here. The above quotation also 
draws attention to the final element that was identified at the beginning of this section: that of 
wholeness.
The Holistic Nature of This Enquiry
The first two parts of this chapter showed how both history itself and history of 
education had responded to the challenge that an understanding of events in the past could only 
be attempted if all the relevant factors were considered. It was shown that the failure to do so 
led to the charge that inadequate accounts of the past resulted. These 'inadequate accounts' 
could not therefore contribute to the better understanding of the past events that was being 
sought. The response to these charges and the developments that arose as a response, now 
widely referred to as the 'new' history movement, addressed the issues of the evidence base, 
of the according of significance, of the role of context and as will be seen next the role of the 
historian him/herself. All these developments broadened the process of historical enquiry 
because all were considered important, each having an effect on the other and together affecting 
the end result of the enquiry itself.
This concern with wholeness is reflected in this study in two ways. The first of these 
involves a consideration of all the factors that are likely to have an impact on the account of the 
past events given. This includes all the elements discussed so far and, most importantly, 
includes that discussed next under the heading 'The Writer and His Times'.
A further level of the concern with 'wholeness' links closely with the previous 
comments on context and also with 'significance'. ’Wholeness' should not be equated with 
'everything' for this is not what is understood by the use of the term in historical enquiry. 
Edson (in Sherman and Webb 1985) captures this relationship effectively
"Being concerned with the wholeness of experience however, does not mean that 
qualitative research merely attempts to document all that can be known about an event 
or an individual in relation to the larger world. Rather, such experiences become 
'relevant only when interpreted in terms of a frame of reference that can encompass 
them and give form and shape to a conception of the whole' (Bellah et al 1985,p 153)"
(p46)
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This is the approach adopted within this study. Nothing is excluded per se but what has 
been included is because it is deemed to be significant in taking the understanding sought 
forward. This means decisions have been taken and choices made. It is acknowledged that the 
decisions and choices made, the significance attached to certain ideas, events and people and 
the way they have been related one to another to construct the account given could have been 
different if undertaken by another person and in a different time. The person, the historian who 
constructs the account is part of the process of the enquiry itself and this section concludes by 
addressing this element.
The Writer and His Times
This present study does not exist in a vacuum. The author and his experiences are part 
of the agenda. So too is the period in which it has been written and these two factors are often 
closely interrelated.
"Everyone brings his own mind to the study of history, and approaches it from the 
point of view which is characteristic of himself and his generation; naturally, therefore, 
one age, one man, sees in a particular historical event things which another does not, 
and vice versa. The attempt to eliminate this ’subjective element’ from history is always 
insincere- it means keeping your own point of view while asking other people to give 
up theirs- and always unsuccessful. If it succeeded, history itself would vanish."
(Collingwood 1946 in Marwick 1981, p82)
The 'second record' of the historian has been referred to throughout this chapter as a 
useful, inclusive, concept for all those experiences, values and beliefs that make up the person 
him/herself. The degree to which these can or should be discarded when he/she operates as a 
historian has been an issue of debate for over half a century now ( including Butterfield 
1931,Collingwood 1946, Oakeshott 1967, Hexter 1971, Stanford 1986). However, it is E.H. 
Carr (1961) who is most often quoted when this issue is considered.
"When we take up a work of history our first concern should be not with the 
facts which it contains but with the historian who wrote it... You cannot fully 
understand or appreciate the work of the historian unless you have first grasped the
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standpoint from which he himself approached it... That standpoint is itself rooted in a 
social and historical context. The historian, before he begins to write history, is the 
product of history"
(p47-48)
If one accepts the validity of this, what response should be made? To a certain degree 
the Introduction to this study is part of my response. It consists of a brief autobiographical 
account of those factors, experiences and values held that I think may have a bearing on why 
this study was undertaken and why it takes the form it does. Of course, in a traditional Marxist 
or Freudian interpretation, there may be other influences and events that are of significance that 
I am either unaware of in a conscious manner or even that I have consciously or unconsciously 
chosen not to divulge. Carr’s dictum does rather leave the writer in the hands of the reader. 
Nevertheless, the Introduction is an attempt, believed to be honest, to give the reader an insight 
into 'where the author is coming from' as I have referred to it elsewhere (Smart 1996). This 
'autobiographical mini statement' is used more widely and less self consciously in the U.S.A. 
than in the U.K. when historians communicate their findings.
An example of this can be clearly seen in a 1992 volume (11:1) of Vitae Scholasticae, 
an international history of education journal based in the U.S.A. It contains an article by a 
leading figure in the history of education field in the U.K., Richard Aldrich of the Institute of 
Education, London University. He had obviously been asked to follow this 'autobiography as 
introduction' approach as adopted by all the other contributors. His lack of ease with this is 
obvious and captures clearly the difference between the two academic cultures in this field.
"It is not usual for an English historian of education to reflect in a personal way upon 
the task in which he or she is engaged, still less to share that experience with others 
through the medium of the printed page. Historians, in their training, are made aware of 
the idiosyncratic nature of research and writing, of the unavoidable partiality, bias, and 
inadequacies to which all are subject to a greater or lesser degree. Such awareness 
tends to reinforce the belief that the best history is that which is conveyed in an 
impersonal style. The historian should remain as far as possible hidden from history. 
The first person singular, T. should be neither seen nor heard. Nevertheless..."
(p77)
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However, while acknowledging that a historian's Weltanschauung will have a bearing 
on what he chooses to study and how he studies, it it would be a mistake to believe that only 
personal factors are influential. The times in which any historical study is undertaken will also 
be influential.
"Today all historians would accept that they are in some sense prisoners of the age and 
society in which they live. "
Marwick (1981, p23)
He continues
"And this self awareness is the saving grace of the historians of our own time. As a 
servant of human society he must write history in a manner which has meaning and 
significance for his readers ... it must be the best possible- it must be as 'true' as 
possible. The historian who is aware of the limitations imposed upon him by his stance 
in space and time can strive more successfully to counteract distortions caused by 
these limitations"
(p23)
Self awareness at a personal level has been considered but 'the influence of the times' is 
perhaps more difficult to firstly identify and then to address. The concept of Z eitg e is t , whether 
it actually does exist or not, is itself a controversial one. However, as will be seen, it is 
considered worthy of attention when examining the events and ideas considered in this study.
Butterfield (1969) argues that there is tremendous pressure for any historian to conform 
to the existing (that is at the time of writing) interpretation of events and to slot his/her 
contribution into this overall picture or 'the grooves of the old story' as he describes them 
(pl59). He contends that the importance accorded to the literature search in research today is a 
conservative pressure which reinforces this. His proposal for overcoming this is for the 
historian to return to the primary source materials and to begin the construction from there.
The approach adopted in this study acknowledges that there are a combination of 
influences at play on the author, some of which he may be aware and some possibly not. As
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has already been noted the Introduction seeks to address the 'personal' ones. In relation to the 
second and wider dimension Butterfield's proposal is an interesting one when related to this 
present study. As will be seen it was particularly pertinent when I visited Massachusetts at a 
key point in the investigation and was able to locate and work with primary materials.
In the following chapters primary source materials are at the centre of this investigation. 
They have been analysed and significance has been accorded to certain works, by certain 
authors and to certain concepts and definitions within them. However, the 'leads' that took me 
to these original sources were often obtained through the use of secondary sources which 
invariably commented upon them. These comments I would have read before I came to the 
originals and it is difficult to ascertain the influence they might have had.
Moreover, to suggest that the secondary sources were mere leads to the primary 
documents is a nonsense in this context and would be in most more recent historical studies.
As will be seen, it was often what the secondary materials had to say about the former that 
actually disseminated the ideas of the originals. The issue of significance is a major one for a 
historical study and, as will be seen, the role of secondary materials in establishing this 
significance is considerable in the area studied here.
Nevertheless, Butterfield's warning words have been noted and are given credence by 
the literature searches that have been undertaken as part of the study for here are very clearly 
identifiable interpretations given to the role and contribution of the Project Method in American 
curriculum history .These are the focus of Chapter 3.
Intellectual history was identified earlier as one that was seeking to be included 
alongside that of political, social and economic and a key feature of this is the concept of 
Zeitgeist. Is it possible to identify the Zeitgeist of the period in which one is currently living? Or 
is this only possible, if at all, retrospectively? Should a historian attempt to identify the 
Zeitgeist of his day as he commences a study? There are no guidelines on this. I am doubtful if 
the identification of Zeitgeist or even the lesser 'suppositions of the day’ as used by Stanford 
(1986, p91) can be undertaken contemporaneously and that it, if possible at all it can only be 
done retrospectively. At the same time it is acknowledged that this present study is likely to be 
affected by them and it is for the reader to determine the impact these have had here.
In Conclusion
This chapter has outlined the approach adopted and the methodology used for the
L.Smart Page 56
enquiry undertaken here. The first two parts, which identified the developments in the parent 
discipline of history and in the history of education were necessary to understand why this 
study takes the form it does. Fundamentally, it is a study in education using the methods of 
history. Through this the intention is to present a more complete and accurate account of when, 
where and why the Project Method originated as it did.
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End notes
1 Whether history of education qualifies as 'a discipline' in its own right, as has been claimed recently. History 
of Education: The Making of a Discipline (Gordon and Szreter 1989)) or whether it is a specialised branch 
within the parent discipline of history continues to be discussed. However its methodology, as will be shown, is 
unquestionably that of history.
2 .  The areas of disagreement begin to multiply once one moves onto the purposes of history and into the 
sphere of epistemological considerations. The positions adopted in relation to these has an inevitable impact on 
the areas to be studied and the evidence to be used. However, on the nature of the discipline and its fundamental 
methodology there is a high level of consensus.
3 .  It is important to note that 'the past' is not the private domain of the historian. Authors, film and TV 
producers are just some of the groups that use the past in their work. The crucial difference is is that they are not 
bound by this 'truth verifying process' with regard to the information from the past that they use.The historian 
is. It is the difference between them.
4 .  The first use of the term 'new history' is generally attributed to James Harvey Robinson, an American 
historian, about 1895.
5 .  It may well prove that post modernism will be viewed as one of these, making an impact but in a positive 
rather than in a negating manner as initially appeared possible. The long term significance requires the passage 
of time before it can be ascertained.
6. It has a bearing on this study as will be seen in Section 3 when certain secondary sources relevant to the 
issues under consideration are used. Bowles and Gintis' Schooling in Capitalist America (1976) being a 
significant example of this.
7 . In this, one feature of the 'total history' agenda identified above will be considered in greater detail and this is 
what was referred to by Bloch as 'folk law'. The 'ideas of the day' and the 'opinions held', current 
presuppositions' or the encompassing Zeitgeist concept are not necessarily the most tangible remains of a past 
society. However, as will be explored in Part 3, they need to be considered as one of the many influences that 
affected what took place and are, I suggest, one of the significant legacies of the move to a 'total history'. It was 
part of the context in which the events took place and, as will be seen, will form an important part of this study 
as it seeks to answer the questions posed at the outset.
8 .  This is currently the situation with the impact, or not, of post modernist thinking on history. It is 
predictable that some one will attempt to trace this impact in the 1990s sometime in the future. Similar 
problems will almost certainly arise then.
9 .  It is significant that the rise of History of Education went hand in hand with the growth of teacher training. 
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History of Education courses and staff were almost always found with the Teacher Training departments and not 
in the History departments. The development then was as a branch of education rather than history itself 
although it abided by the methodology of the latter from the outset. This was the case in the U.K. , in the 
U .S.A ., Germany and France .
10. The reason why so many of the publication dates end during the 1960s or 1970s is not merely that the 
impact of the developments considered in section one made the approach adopted in these texts unacceptable but 
also, quite simply, that history of education was removed from the teaching training courses in the U.K. The 
reason for this arises directly from increased Government control over Initial Teacher Education and the 
components of the course for trainee teachers. The interaction between the two developments warrants further 
study but is beyond the agenda of the present one.
11. Silver (1983) also makes the pertinent point that who was chosen for inclusion as being of significance as 
the importance of certain 'thinkers' varied over the last century with , for example, Robert Owen and Herbert 
Spencer suffering fluctuating attention.
12 'Significance' is a key element in historical methodology and it is discussed in Section 3 with particular 
reference to this study.
1 3 . At least part of the reason for this must surely be the almost total disappearance of history of education as a 
course within Initial Teacher Education programmes as a result of central government directives. There are quite 
simply less people actively engaged in this field in the U.K. in the 1990s.
14 . While agreeing with this statement I would suggest that the verb 'construct ' rather than 'create' would be 
more appropriate here. The reasons for this will be seen when evidence is considered below.
1 5 . In light of the above the term source rather than evidence is used as these issues are discussed.
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Chapter 2
The Origins of the Use of the Project Method in an
Educational Context.
This chapter seeks to locate the origins of the Project Method in both a chronological 
and geographical context. Specifically, it will address the following questions.
Is it possible to identify when the term Project Method as a pedagogical approach was
first used in an educational context?
If so, where did this occur?
What was the educational context in which it originated?
Were there any individuals that played a particularly significant role?
How was this term conceptualised at its earliest stage?
As these questions are addressed the more important one, as in all historical 
investigations, can then be tackled. That is the ’why' question. Arising from the considerations 
undertaken in the methodological chapter the aim is to develop 'a more complete 
understanding' than exists at present. The greater part of this study is therefore devoted to 
addressing the why question. Why did this influential pedagogic approach originate where and 
when it did?
As has been established in the previous chapter the attempt to answer these questions 
requires the educational developments to be considered within the wider social, economic, 
political and intellectual context. This investigation seeks to identify the significant factors 
within these that leads to the addressing of this why question and 'the better understanding' 
that arises from this.
However, the immediate purposes of this chapter are to address the questions posed 
above to establish a foundation for this.
Tracing Origins
The attempt to track down the origin of an idea or a specific concept is fraught with
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difficulty and in many cases is simply not possible. As was outlined in the Introduction my 
initial academic interest in the use of the project as an approach to teaching and learning was 
very much related to my immediate needs. As I sought to place the present position of this 
approach within a historical context there was one particular name that featured in the works 
consulted (ie. Kerry and Eggleston 1988, Stewart 1986). This name was an American 
educator, William Heard Kilpatrick who was consistently acknowledged as the originator of 
the Project Method. I had not heard of Kilpatrick before but Kerry and Egglestone's 
bibliography showed that he had published an article in the U.S.A. entitled The Project Method 
in 1918. This reference was to provide 'the way in' to a literature search that has continued 
ever since.
At this stage I was simply seeking to identify the early use of the term in education and 
to see if it was possible to identify its key features. What I did quickly establish from the 
literature search was that Kilpatrick was not alone in writing about the concept of the Project 
Method in the period around 1918. Indeed, as I began to explore the area further I was 
surprised by the sheer volume of literature with this subject as its focus. The publications 
ranged from articles to books and, I was intrigued to find, official documents from both State 
and Federal Government departments. Appendix 1 consists of a chronologically arranged list 
of all the journal and book titles from this period that actually have 'Project Method' or 'Project 
Study' in their title. Even without, at this stage, any further analysis, it shows that there was a 
high degree of interest in this method during the second decade of the twentieth century. 
However, it was not immediately clear whether this interest necessarily linked with its origins.
Over a period of time the references were collated and, as is usually the case with 
literature searches, one reference contained references to others which were then pursued and 
gradually a considerable collection was assembled. These have been collated by year of 
publication and the results are presented in graphical form as Illustration 1. Even in its most 
basic form (chronological by date of publication, with project method in the title) this data is 
important in relation to the aims of this chapter. Seventy eight individual articles, bulletins or 
books have been identified as having the word project in their title between 1912 and 1920 (see 
appendix 1). The distribution shows that from 0 publications in the years prior to 1912 there 
was a peak in the 1916-1919 period. However, this focus on the presence of the actual words 
'Project Method/Study' in the actual title itself underestimates the amount of literature produced 
dealing with this pedagogic approach during this period. John Alford Stevenson's book, The
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Project Method of Teaching was first published in 1921 and will be considered in more detail 
below. It is mentioned here for its extensive bibliography, consisting as it does of some 265 
entries. This number of entries for a book with such a narrow and specific focus is notable in 
itself. However, the significance of these entries (for the purposes of this chapter) increases 
when the publication dates are examined for over 250 of those listed date from the 1911-1920 
era. The remainder consist of more general education texts that he uses as he presents a 
historical overview.
However, this was a book written in America for an American audience and the 
question as to whether there were earlier or parallel developments taking place outside of the 
USA during this period is a veiy important one. It is explored in detail later in this chapter.
Illustration 1 shows that 1912 is a significant date as there had been no previous 
articles, books or other forms of document published with Project Method/Study in their title 
before this. It is therefore necessary to focus on the publications of this year and examine them 
in greater detail. The titles of the three 1912 publications were
Agricultural Project Study: Bulletin No 4
author: Rufus W. Stimson
Project Study for Vegetable Growing: Bulletin No. 5
no author given
Agricultural Project Study Bibliography: Bulletin No. 6
no author given.
All of these were published by The Commonwealth of Massachusetts Board of
Education. They were 'official publications' from the education department of one of the 
oldest of the federal states.
Of these three publications it is the first that is the most significant. It contained the first 
conceptualisation of what was meant by 'Project Method/ Study' and the rationale for its use. 
Bulletins 5 and 6 were exemplification and support materials for the pedagogic model outlined 
in Bulletin 4.
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An understanding of the context which gave rise to this publication is central to 
understanding of 'why' the Project Method developed where and when it did. An examination 
of this context, or rather overlapping contexts, is therefore reserved for a full and detailed 
treatment in the following chapters. For this present chapter, concerned as it is with the 'where' 
and 'when' questions, it is sufficient to note the publication details. Firstly, the year of 1912, 
the name of the author, Rufus W. Stimson and that it was an official bulletin published by the 
Board of Education of the State of Massachusetts.
Bulletin No.4 arose directly from a survey report that had been commissioned by newly 
appointed State Commissioner for Education for Massachusetts, David Snedden into the state 
of agricultural education within Massachusetts. It was one of several he instigated into different 
aspects of his new domain after he took office in 1909. Undertaken in 1910, the report is 
included in the 74th Annual Report of the Board of Education to the State Legislature in 1911 
(Massachusetts 1911). Three people had been involved in the survey and report, Charles 
Prosser, Charles Allen and Rufus Stimson. The first two were, respectively, Deputy 
Commissioner of State for Education and Education State Agent while Stimson had been 
seconded from his post as Director of Smith's Agricultural School in Northampton, 
Massachusetts.
It is this report on agricultural education, tucked away in pages 41-43 of the nearly 200 
page document that is the Annual Report, that contains the first use of the term Project 
Method. 2 .
The First Use of the Term Project Method-Proiect Study in an Education 
Context
The Report to the State Legislature of 1911 consisted of a comprehensive overview 
of the different forms of agricultural education that were taking place in the state’s schools and 
colleges. Examples are used extensively and one of these details the approach currently being 
used at Smith’s Agricultural School in the town of Northampton some 100 miles west of 
Boston. It reports how the school had, in the academic year of 1908-09, used a method called 
'the home project' within its curriculum. It then details the key elements of this approach which 
are examined in detail below.
The survey report was very well received by the Commissioner and he recommended it 
to the Legislature (Massachusetts 1911, p49) in his personal overview of the year. His
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recommendation was acted upon swiftly and in 1911 legislation made the Project Method the 
officially approved method for school based agricultural education in Massachusetts. Stimson 
was offered the post of State Agent for Agriculture and left Smith's School to take up this new 
position in summer of 1911. His role was now to promote and develop an understanding and 
use of the Project Method across the state. Bulletin No. 4 was an early and key element in this 
process.
However, before examining the contents of this centrally important document it has to 
be related to the central aim of this chapter. Is this the first use of this term, Project Method, in 
an educational context ?
Kliebard, one of the leading American curriculum historians has a chapter in The 
Struggle for the American Curriculum (1995) entitled 'From Home- Project to Experience 
Curriculum* in which he writes
"The first known program growing out of the important relationship between 
home and school that was embedded in vocational agriculture was conceived by Rufus 
W. Stimson, a teacher at Smith's Agricultural School in Northampton, 
Massachusetts. In 1908-9 he implemented what he called a home- project plan..." 
(emphasis added) (pl33)
The source Kliebard's calls upon to substantiate the above is a document published by 
the United States Bureau of Education in 1914 as Bulletin No. 8, The Massachusetts Home- 
Proiect Plan of Vocational Agricultural Education (Washington 1914) and written by Rufus 
Stimson. The detail that Kliebard uses for his statement above comes from page 16 where it 
states
"This plan was first tried at Smith’s Agricultural School, Northampton, Mass. 
Beginning with the school year 1908-9, this school, of which the writer 
was then director...." (emphasis added)
Kliebard either misread Stimson's title or saw no significance between him being 'a 
teacher' as opposed to being 'Director' of the school. As will be explored in detail in Chapter 5 
this is of great significance in seeking to answer the question as to why this method should
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have originated where and when it did.
In the previous chapter the dangers of errors or oversights being compounded as later 
historians use secondary sources to support their own research was noted. This can be clearly 
seen as the Project Method continues to be discussed in pedagogic journals today. For 
example, Sexton (1990, p83), accepting Kliebard's authority in the field of curriculum history, 
also identifies Stimson as "a teacher" who used this method "with his classes". As will be 
clearly demonstrated in the later chapter Butterfield's advice (as considered in the previous 
chapter) to the historical researcher to return to primary sources has revealed that Stimson was 
much more than 'a teacher’ who used this method first. More recently, Waks (1997) 
considering the role of the Project Method in post industrial education writes
"A useful starting point in reformulating a Project Method would be a return to its
American theoretical origins..."
(p402)
Always a sound approach and in harmony with the one adopted in this study but Waks 
relies on the accepted interpretation contained in secondary sources. His failure, or oversight, 
to consider the earliest conceptualisation of the Project Method, as contained in the 
Massachusetts’ Board of Education Bulletin No. 4, defeats the intentions he outlines. This 
omission means that the 'theoretical origins' sought are not established. The reasons why this 
oversight or omission continues to be made are explored in Chapter 5 but Waks is by no 
means the first to ignore, or underestimate, the significance of the development of the Project 
Method prior to the impetus given to it by William Heard Kilpatrick's article of 1918.
Putting these issues aside for the moment to return to the primary aim of this 
present chapter, namely the attempt to locate the first use of 'Project Method' in an educational 
context, takes one back to the previous quote from Stimson in 1914.
"This plan was first tried at Smith’s Agricultural School, Northampton, Mass.
Beginning with the school year 1908-9, this school, of which the writer was then
director...."
(p!6)
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The historical researcher requires more than a mere assertion from the person himself 
before accrediting the title of ’originator' of a method that was to make such an impact on the 
educational scene.
Kliebard (1995) doesn't seek to explore why this development took place where and 
when it did and moves on to consider the means by which the information about this method 
was disseminated in post 1914 period. He identifies Charles Prosser and F.E. Heald as being 
influential in the national stage of this process:
"An educational innovation (the home project plan) of such promise did not escape the 
attention of Charles Prosser, who, in his new position as Director of the Executive 
Staff for the Federal Board of Vocational Education, asked F.E. Heald, a specialist in 
agricultural education assigned to the United States Department of Agriculture, to 
prepare a special comprehensive bulletin on the subject."
and
"The report that Heald wrote a year later (Heald 1918) was... extensive. It included a 
historical account of the development of the idea...."
(p!35)
What Kliebard seems unaware of is that both Prosser and Heald had both been working 
alongside Rufus Stimson in Massachusetts in 1910. Prosser had, as was noted above, actually 
been the Deputy Commissioner of Education and one of the members who produced the 
original 1910 survey and report on agricultural education. As has been noted it was this 
document which contained the first reference to the Project Method as developed at Smith's 
School by Rufus Stimson, himself a member of the reporting team. At this same time (1909- 
1912) F.E. Heald was the Principle of Hopkins Academy at Hadley College in Massachusetts 
where in 1910-11 he too had instigated an agricultural education course along the lines 
developed by Stimson at Smith's over 2 years earlier ( U.S. Bureau of Education 1914, p95). 
He was therefore a professional colleague of Stimson, also employed by the state of 
Massachusetts. Thus when Heald wrote in his overview
"In connection with the teaching of agriculture in secondary schools the idea of projects 
at home crystallised and took on the name of ’home project’ about 1908 in
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Massachusetts..”
( p 7 )
this is an authoritative perspective. The reasons as to why he does not mention Rufus Stimson 
or Smith’s School by name is explored in Chapter 5 but the identification of Massachusetts and 
the year 1908 is of great significance. As the consideration of the agricultural report has already 
established there was only one school using the Project Method in 1908 and Rufus Stimson 
was its Director.3.
However, the work with primary sources has uncovered one piece of evidence that 
does consolidate the case being presented here; that is that the origins of the Project Method are 
to be found at Smiths's Agricultural School in 1908. Importantly it comes from beyond the 
borders of Massachusetts and thus has a broader perspective. The United States Bureau of 
Education Bulletin No. 8 (Washington 1914), which has already been quoted, contains a most 
interesting appendix. It consists of a reprint of an article which appeared in the journal 
Vocational Education the previous year (November 1913) and was written by the journal's 
editor, William Bawden.
It begins
"At a meeting of representatives of State departments of education held at Staten 
Island,N.Y the Massachusetts plan of agricultural instruction was described by its 
orig inator and director, Rufus W. Stimson, agent for agricultural education of 
the State Board, Boston. So much interest was manifested by the men from the other 
states that Mr Stimson invited a group of those present to accompany him on one of his 
trips of inspection in order to visit a number of schools in operation and to study the 
experiments at first hand."
(emphasis added) (Washington 1914, p95).
There follows a charming account of how they travelled across the state in 'Mr 
Stimson’s touring car’ visiting schools, including that of F.E. Heald (see above). The 
significance of this publication in the context of the attempt to establish that Rufus Stimson can 
be credited as the originator of the Project Method lies in the audience identified in the first
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sentence of the quotation above. At such a gathering of 'representatives of state departments of 
education' it would almost certainly have been brought to the meetings attention, and 
documented, had other people or schools in other states developed a similar method or used the 
term' project'
This details of the 'tour' that arose from the interest generated are considered in greater 
detail in Chapter 5. Its purpose here is to substantiate the proposition that the origins of the 
Project Method can indeed be traced to a particular year, a place and linked with a specific 
person. At least within the U.S.A.
No claims for originality are made for this. As early as 1921, Stevenson wrote
" It (project) was first employed in agricultural education by R.W. Stimson, who used 
the expression 'home project' in the agricultural courses of the Massachusetts 
vocational schools.... the unmodified word 'project' was used by Stimson, Snedden, 
Prosser and Allen in their 1911 report to the Massachusetts Legislature."
(p41)
4 .
However, in a study of this nature it was necessary to revisit the primary sources rather 
than accept what, even authoritative secondary sources (ie. Kliebard) detail as being the case. 
For, as has been shown, certain details such as Rufus Stimson's position at Smith's School 
have been reported inaccurately. As Chapter 5 will detail this has led to a lack of awareness of 
the significance of this particular person in the development of this method.
However, before turning to an examination of the concept of Project Method as it was 
originally conceived by American educationalists one further important issue must be addressed 
in relation to its origins.
Origins of the Project Method- Beyond the U.S.A. ?
While the origin of the Project Method within the U S A . has been established it is a 
real possibility that it had been developed in another country either earlier or 
contemporaneously. This was always acknowledged as a possibility and at one stage during 
the course of these investigations a sustained attempt was made to deliberately refute what has 
been presented above.
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The difficulties of 'proving a negative' are well known. However, the following 
strategy was employed to attempt this. Earlier, it was noted how speedily the W W  literature 
searches led to the U.S.A. in the pre 1920 period. Now the attempt was made to deliberately 
search for books and journal articles that focussed on the Project Method that were not 
published in the U.S.A. The working premise was that if there had have been parallel or earlier 
developments along similar lines the authors of the country of publication, that is non U.S.A., 
would likely to be aware of them and would, at the very least, to have noted them. This line of 
enquiry was facilitated by the upsurge in internationalism in education in the post 1st World 
War period. In the aftermath of the 1st World War the literature searches revealed a steadily 
increasing number of books published which took a wider than the national perspective on 
educational developments. This was also the period when there was also an increase in the 
number of professional journals launched with some deliberately seeking an international rather 
than a national readership.5.
Sir John Adams was Professor of Education at the University of London during the 
first two decades of the 20th century and as such wrote an influential range of books and 
articles relating to education and schools. In 1922 he published a book with the title Modem 
Developments in Educational Practice. As the title clearly indicates the intention of Adams was 
to identify and describe the recent developments affecting teaching and schools. Curtis and 
Boultwood (1953) reviewing this period some 30 years later draw particular attention to the 
influence of Adams' work.
"In these books (including Modem Developments in Educational Practice) Adams 
made no claim to originality of thought. His aim was to introduce new ideas in 
educational practice to English teachers. He was very successful in this and the 
improvement in the standards of teaching in this country during the first thirty years of 
the century was largely the effect of his stimulus."
(p489)
Chapter 10 of Adam's book is simply called 'The Project Method' and consists of a 
critical review of 'this new method'. He writes that an approach to teaching and learning based 
on problems has much to commend it in tackling the limitations of a purely intellectual 
approach.
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"All the same problems., do indicate a stretching out towards the real everyday world, 
and the Americans have been quick to see the possibilities of developing the 
underlying idea. They have, in fact, elaborated a new method and in order to 
keep in free from the taint of pure intellectualism that is associated with the problem, 
they have invented a new name, and called it the Project Method." 
(emphasis added) (p231)
An acknowledged leading educationalist writing from such a central position in the 
educational world was likely to be aware of new developments in other educational systems. 
Adams comments are therefore authoritative, but not conclusive. 6. Moving beyond the British 
perspective on educational developments that Adams provided takes one into journals as well 
as books. One of the the most significant journals to emerge as part of the upsurge in 
’internationalism' referred to above was that of of The New Education Fellowship which was 
founded in 1920. This organisation had itself evolved from a series of international conferences 
that had been held annually from 1914 under the title "New Ideals in Education". It’s journal 
Education for the New Era: An International Quarterly Journal for the Promotion of 
Reconstruction in Education was first published in January 1920 (it became The New Era in 
Home and School a year later). It carried the following opening statement.
"We desire that this magazine shall help to bring freedom and tolerance and 
understanding into all relations, not only between parent and teacher and child but also 
between one nation and another. In these pages we wish to have a free interchange of
ideas between countries Thus too will be laid the foundations of a plan for the
establishment of an International Fellowship of teachers, meeting in annual conference. 
We are just as earnest in our wish to provide a record of the 
experimental work being done all over the world. Pioneers are everywhere 
endeavouring to apply the new ideals in education. We wish to through these pages to 
make such pioneers feel they are members of a widely scattered brotherhood.
(emphasisadded) (Vol.l, N o.l,pl)
L.Smart Page 70
The Fellowship had representatives and membership throughout Western Europe with 
further annual conferences held in Calais (1921), Montreux (1923), Heidelberg (1925), and 
Locarno (1927). Within 3 years of its launch editions of the New Era were being published in 
France, Germany, Bulgaria, Hungry and Italy, each in the home language. Although not direct 
translations of the English edition the overlap between the areas and developments that were 
focused on was very substantial. With such overt declared aims of identification and 
dissemination of new practice and its enthusiastic international membership this journal was an 
ideal place to conduct a specific literature search for details of the 'new' Project Method, or 
comments about it that suggested it was 'not new'.
Of particular relevance to the issue under investigation at this point is Issue 27 (Volume 
7) of July 1926. Following a fact finding tour she had just completed there, the editor devoted 
the whole of this issue to educational developments in the U.S.A. In her extended editorial (a 
regular feature entitled 'The Outlook Tower') she uses a sub heading: 'Changes in Education' 
under which she writes;
"Education is moving ahead rapidly and many new methods are being evolved.
The best known of these are the Project Method, the Dalton Plan, the
Winnetka Technique, the Gary and Platoon Plans "
(Vol 7,no. 27, p91)
She then considers each of the methods in detail with reference to her visits to specific 
schools and the examples she saw there. The Project Method receives the most extensive 
treatment and begins-
"This philosophy as interpreted by Prof. Kilpatrick has originated the idea of synthetic
education as exemplified in the project.”
(p91)
This reflects the early development of the association between the Project Method and 
W.H. Kilpatrick that had taken place in the 4  years since Adam's book (above) had been 
published. The significance of this statement for the present purposes however, is that Ensor 
made no attempt to qualify this link in any way. As a person at the centre of the Fellowship
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since its inception and the founding editor of the journal through which all correspondence 
relating to education innovation and development flowed she, almost more than any other 
person, was in a position to identify earlier or parallel origins of this method. The fact that she 
did not do so, and the absence of any letters in the correspondence section of future issues 
from New Era subscribers in member countries commenting on any such omissions is 
significant. It cannot be taken as conclusive evidence that the Project Method did not have 
origins outside the U.S.A. but it does reduce the likelihood of this having occurred.
To further support the case that the origins of this particular pedagogic method are to be 
found in the U.S.A. it is instructive to move from 'crusading' journals like New Era to two of 
the earliest books published in the emerging field of what has become known as Comparative 
Education. Two books published in the 1920s set out to systematically review and document 
educational change in Europe. With such an agenda they are particularly valuable in this attempt 
to explore developments relating to the origins of the Project Method outside of the U.S.A.
In 1923 Frederick Roman wrote a book entitled The New Education in Europe with a 
revised and updated edition published in 1929. In 1926 Michael Demiashkevich published The 
Activity School: New Tendencies in Educational Method in Western Europe. As was detailed 
in the chapter on methodology one on the first questions that must be asked of any source is of 
its reliability in relation to the use it is intended. Any examination of reliability must include an 
exploration of the writers own agenda and of any specific perspective or bias they exhibit.7 .
This reliability evaluation also includes an examination of the source material they have 
used to support their thesis or conclusions arrived at. With reference to Roman's and 
Demiashkevich's works the bias towards seeking out and documenting new or innovative 
developments in the countries they consider is a positive one in relation to the present agenda. 
However, despite their similar agendas two points need to be noted that relate to the authors 
and their methods of assembling their information before examining what was actually said. 
Writing in the Preface to the second edition of 1929 Roman writes that
"Of the last twenty years, the writer has spent half that time in Europe investigating 
social and economic conditions with special reference to the changing school systems."
(P xi)
This is a development of his statement in the preface to the first edition where he writes
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"In the preparation of these pages the writer has consulted and studied nearly all the 
more important school reform literature that has appeared in each of the countries since 
the outbreak of the great War. However, the volume owes its contents more to 
information which has been collected and verified personally than to the reading of 
papers and books"
(pxviii)
His 'thanks and acknowledgements' section consists of an impressively comprehensive list of 
professional educators and official administrators that he visited, interviewed or communicated 
with. These were from France, Germany, Denmark, Sweden, Norway, Austria, Italy, Great 
Britain and Ireland.
Demiashkevich's preface is quite different. As a refugee from Russia following the 
Revolution his consists of an expression of gratitude to the U.S.A. for providing "hospitable 
shores" (p v.) and of supporting him in completing his studies. His lists of 'thanks and 
acknowledgements' consists only of Americans with a heavy preponderance of academic staff 
at Teachers College, Columbia University. This includes W.H. Kilpatrick who was by this 
period (mid 1920s) the name most closely associated with the Project Method. There are, 
therefore, considerable differences between these two works and their authors, despite the 
similarity of the agenda as indicated by their titles. Having noted the above it is possible to 
examine what they have to say in relation to this attempt to seek origins of the Project Method 
outside of the U.S.A.
Roman systematically considers each country of Western Europe in turn while 
Demiashkevich adopts a thematic approach as is reflected by his chapter headings. These are 
worth noting here and consist of The New and the Old in Philosophy of Educational Method; 
The New Realism and Manual Work; Learning By Doing; Experience; Character Building; 
Book Learning; Closing Remarks
Despite tackling the issue of educational change from different perspectives there is a 
great deal of overlap in the names, developments and issues they discuss. However, in neither 
book is there a single reference to either Project or the Project Method.
When coupled with the similar absence of any references, or claims, to its development 
outside the U.S.A. in the key international educational journal of the period the degree of
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uncertainty as to its origins decreases.
In the previous chapter on methodology the relative advantage of primary and 
secondary sources was discussed and the point was made that, in some cases, the distance in 
time from the actual events can be beneficial. Developments, and sometimes key factors, can be 
identified that were not known to the contemporary writer. With this in mind one final 
perspective on the origins of the Project Method was sought; that of the present.
An article by Goodenow written in 1990 with the title "The Progressive Educator and 
the Third World: a First Look at John Dewey" examines educational innovation beyond the 
U.S.A and importantly beyond Europe also. He carefully illustrates how the ideas of Dewey 
were woven, in varying degrees, into existing education developments in South American and 
some African countries. Although the Project Method is mentioned, it is as part of the 
" amorphous new education stew" (p25) that he suggests the different educational experiments 
often became as they were transferred beyond the shores of the U.S.A. He identifies no 
development in any country that suggests any parallel to the Project Method prior its 
introduction from the U.S.A. When reference is made to its U.S. origins it is W.H. Kilpatrick 
and his article of 1918 that is identified as providing this and is another example of the 
'accepted interpretation’ that is being questioned in this study. Nevertheless, Goodenow's 
otherwise comprehensive account is important for the absence of evidence of alternative 
geographic locations in which the Project Method may have originated.
More recently still there has been a serious attempt to locate the origins of the Project 
Method within European education. Michael Knoll, a German educational historian presented a 
series of conference papers and articles in the late 1980s and early 1990s in which he argued 
that it is possible to trace the first use of this method to architectural education in late sixteenth 
century Italy (Knoll, p307/8 in Lenhart and Rohrs 1995) and then into France the following 
century. He identifies the tasks that were set for architectural students were known as 
"progetti" and concludes that
" As far as I can see, it was at the Academia di San Luca in Rome that the term "project"
appears for the first time in an educational context."
and
"It can be stated that with the Prix d'Emulation of 1763 (at the Academic Royale
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D'Architecture in Paris) the development of the project into an acknowledged school 
and teaching method was completed."
(p309)
This is obviously an important development in the attempt to understand how this 
method came to be. His claims to have established earlier origins than those discussed earlier in 
this chapter are presented as part of a wider hypothesis concerned with "continuity and the 
spread of educational innovations" (op cit, p308) which he advances.
There are however some serious problems with the case he presents. Some of these 
arise from this desire to establish 'the continuity factor' with the Project Method being 
presented as evidence of this.
The key element he identifies in the Italian and French architectural project models were 
'a task to be solved’, 'a date to keep' and 'a jury to convince’. The tasks set for the students 
might include designing a church or a palace and which required them to apply what they had 
learned in lectures while working on an independent 'project'. Knoll explains why they were 
called progetti
"But in contrast to real competition for an architectural commission, the designs in 
academic competitions were purely finger exercises. For this reason they were called 
’progetti."
(p309)
He explains that only when a student had successfully completed several of these could 
he proceed to the 'master' class. 8 .
The first problem with Knoll's claim that the progetti is the direct ancestor of the Project 
Method is contained in the above quotes. The fact that these were 'finger exercises' and 'not 
real' is the antithesis of the central element of the Project Method as it was conceptualised in the 
beginning of this century. This is explored in detail in the next part of this chapter.
The second major problem with Knoll's claim arises when he attempts to link these 
earlier uses into the American tradition and the development of the Project Method there. He 
does this through establishing a link between the approach he identified in European 
architectural education in the eighteenth century to the 'Manual Training Movement' in the
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U.S.A in the final quarter of the nineteenth century. The emphasis in the latter being on 
incorporating ’workshop activities' with 'theoretical studies’ with the students actually 
'constructing' artefacts themselves. The Manual Training Movement is considered in detail in 
Chapter 4 and was certainly a key stage in the epistemological evolution taking place with its 
consequent effect on both curriculum and pedagogy. However, what took place within the 
Manual Training Movement did not equate with the Project Method and, as will be shown, 
neither the term or the concept was used at this time. As such, Knoll is a little disingenuous by 
using the term project, albeit usually in parentheses, when discussing the Manual Training 
period. Examples of this include
"..Robinson demanded of his students that they carry out the "complete act of
creation" not only drafting their "projects" at the drawing board, but also actually 
constructing them in the workshop".
and
"... Richards was of the opinion the "construction"-and consequently project work 
should be not the final goal but the starting point of manual training"
(p310-311)
(emphases added)
There is no issue to be taken with the substance of these statements but the use of the 
word project is an example of 'reading the present into a past situation' as was discussed in the 
Methodology Chapter. These situations are clearly 'projects' to Knoll but they would not have 
been identified as such by those present at the time. More significantly, nor would they have 
been identified as such by those from Stimson through to Kilpatrick and Stevenson who wrote 
about this method in the early part of the twentieth century. The fact that these American 
educationalist did not locate the origins of the Project Method within the Manual Training 
movement, with which they would have had close contact (see Chapter 4), causes serious 
difficulties for Knoll's hypothesis. If this link had been made the Project Method would not 
have been received as a 'new' method and, as such, may not have attracted the attention it did 
in the decade between 1910 and 1920.
There is one further statement of Knoll's which is not only misleading but is, I believe, 
historically inaccurate in that there is no evidence to support it. Thus when he writes
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" The project method acquired more and more adherents as the years passed, but it 
excited no attention outside art and craft instruction until Rufus W. Stimson of the 
Massachusetts Board of Education began his campaign for the popularisation of the 
"Home Project Plan" in agriculture around 1910."
(p311)
he is creating confusion rather than clarity. As this study establishes there was no term or 
concept of a Project Method prior to the survey report of Allen, Stimson and Prosser for the 
Massachusetts Commissioner of Education in 1910. There could not, therefore, be any 
'adherents'. While it is appropriate that Rufus Stimson is identified as a key figure it was 
hardly 'his campaign' that took place in the state as a result of the positive reception the above 
report received from the State Legislature. Knoll's bibliography identifies Herbert Kliebard's 
The Struggle for the American Curriculum as the source of the information on which this 
interpretation is constructed. As has already been noted, and will be further shown in 
subsequent chapters, there are some significant details relating to Stimson and Smith's School 
which have a bearing on the development of the Project Method of which Kliebard appears 
unaware.
Important as Knoll's contribution is, particularly his research into the sixteenth and 
seventeenth century use of the word 'progetti' in education, the available evidence does not 
support the resolute conclusions he arrives at about its origins. It would seem that Carr's 
(1964) comment
"By and large the historian will get the kind of facts he wants."
(p23)
that was discussed in the previous chapter could be applied here.
However, this study is in agreement with Knoll when he questions the validity of the 
standard accepted version.
"If one goes by traditional historiography, the project method is a genuine product of 
the American progressive education movement, and was described in detail and 
definitely delimited for the first time by William heard Kilpatrick in the essay 'The
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Project Method' of 1918, which became known world wide"
(op cit, p307)
for it too also seeks to question this traditional account.
The difficulties of attempting to 'establish a negative' were noted at the outset of this 
section. However, the extensive literature search undertaken to find references to the Project 
Method in geographic locations beyond the boundaries of the U.S.A. singularly failed to do 
so, with the exception of Michael Knoll's recent research which has just been considered. 
Apart from this, the research undertaken has found that all the references to the Project Method 
lead directly to the U.S.A.
In the light of the above, including Knoll's work, it is possible to conclude that the 
teaching and learning method known as the Project Method did indeed originate in the U.S.A.
More precisely, it has been established that the first use of this method took place at 
Smith's Agricultural School and Northampton School of Industries in the town of 
Northampton in the state of Massachusetts. It has also been established that this took place in 
the year of 1908 and in a later chapter, (Chapter 5) it will be shown that an even more precise 
date can be identified for this). The person who conceived and named this approach to teaching 
and learning was the Director of the school, Rufus Stimson.
This chapter's intentions of attempting to locate the origins of this method in both time 
and space have therefore been achieved. As with all historical investigations there must always 
be space allowed for reasonable doubt and the discovery of new information that will have a 
bearing on conclusions arrived at. At this point in time however, the above conclusion is 
substantiated by the available source materials.
For the historian this becomes merely a springboard for the next question that must be 
asked. Why? Why did this important and influential method develop where it did? Why did it 
happen when it did? Why were certain individuals involved in this?
The following three chapters address these questions. However, before doing so it is 
necessary, and now possible, to address the remaining question that was identified as one of 
the aims of this chapter. That is, how the term Project Method was 'understood' or 
conceptualised by those who first used it. The addressing of this last question becomes the first
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step in the attempt address the broader ’why' questions posed above.
The Project Method: Earliest Conceptualisation
It is not always the case that the actual innovator her/himself is the person who
documents what took place. This is often undertaken by another person close to, or interested 
in the development but this is not the case here. In 1910, R.W. Stimson was recruited to 
become the Massachusetts State Agent for Agriculture following his involvement in the 
agricultural education survey and report already referred to. In his new post he was required to 
explain and expand upon and document the method he had developed as Director of Smith's 
Agricultural School. His new employer, the Board of Education of the State of Massachusetts 
provided the office, the channel (through its educational bulletins) and support through its 
publishing facilities in a deliberate attempt to disseminate wider knowledge and understanding 
of this method. As was noted above, the first of these was Bulletin No.4 entitled "Agricultural 
Project Study". It was written by Stimson (and acknowledged as such on the frontispiece) and 
published in 1912 (Massachusetts 1912). It provides the first systematic account of this 
approach to teaching and learning, its rationale and its key elements. As such it is the first 
conceptualisation of the Project Method and it is considered in detail in the following pages. 
However, before examining the actual text there are some observations that can be made that 
help establish the context for this publication. Due to its significance and relative inaccessibility 
it is produced in full as Appendix 2
The sub heading itself is instructive and reads
Information and Suggestions for School Officers and Instructors as to 
Courses and Methods of Agricultural Project Study Approvable for State 
Aid in Massachusetts
(title page)
It is a wide ranging pamphlet that has two discernible foci. Firstly, it is intended to 
offer specific and detailed practical guidance on how to construct a curriculum with the Project 
Method at its core. Details relating to the sequence of projects within each academic year and 
across the years is provided in chart form. Such guidance was clearly necessary for the 
legislation passed in 1911 required schools to use this method agricultural education in order to
receive their allocation of state funds set aside for the development of agricultural education. 
The audience for the bulletin was fellow contemporary agricultural educators.
Alongside this 'practical* advice Stimson presents a theoretical argument for why this 
method is superior to the ones that were currently in use. Section 17 has the title 'Project Study 
versus Subject Study' and 18, 'Perspectives on Project Study' in which the rationale is 
presented most explicitly. He does also take opportunities to make further comparisons within 
other sections as they arise. The whole consists of 22 pages including 4 photographs and 8 
detailed charts, the latter taken from his period at Smith's School between 1908-1910.
It is therefore a combination of practical guidance, educational philosophy and 
epistemology written in a persuasive, but not hectoring manner. Stimson had a clear and direct 
style and wrote in a structured and accessible manner making extensive use of sub headings 
and numbered points. This first conceptualisation, in theory and application, of the Project 
Method appeared in print in 1912. Within a year of this happening Stimson had been asked to 
prepare an expanded version by the federal Bureau of Education. It was indicative of the 
impact the state document had made on those seeking to make agricultural education more 
effective through curriculum and pedagogic development. This is overtly reflected in the Letter 
of Transmittal addressed to the Secretary of State for Education and was included as a preface 
to the expanded federal version which was published in 1914 (Washington 1914). It was 
written by the United States Commissioner for Education, P.P.Claxton and includes the 
following statement
"The home project plan worked out in Massachusetts within the last few years and now
applied in the state aided schools of that state Because of the wide interest in this
subject, I recommend that the accompanying manuscript, prepared by R.W.Stimson, 
be published as a bulletin of the Bureau of Education.
(p7)
This letter is dated September 1913 and the bulletin was published the following year as
United States Bureau of Education Bulletin No. 8 
The Massachusetts Home Project Plan of Vocational 
Agricultural Education
by
R.W. Stimson
Agent, Massachusetts Board of Education
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Stimson's original Massachusetts pamphlet (Massachusetts 1912, Bulletin No.4) is included 
verbatim as Chapter 2 of this 104 page booklet.
The reason for introducing this second publication alongside the original 1912 one at 
this stage is because the expanded format of the federal publication allowed Stimson to reflect 
in more detail upon the broader issues that related to the Project Method. Although there is a 
considerable degree of overlap between the chapters one and two the former finds Stimson 
placing the Project Method in the wider context of educational change and juxtaposing it with 
other methods currently being used. Although he does not use the terms as such the 
philosophical and epistemological basis of the method becomes more explicit rather than being 
left implicit as found within the 1912 document.
In the following consideration of what he actually said both documents are called upon. 
Where the dates 1912 and 1914 are included with the extract it indicates that it first appeared in 
the Massachusetts Bulletin (of 1912) and formed Chapter 2 of the Federal Bulletin (of 1914). 
When only 1914 appears the extract first appeared in the 1914 publication.
The following extracts have been chosen to show the key features of the Project 
Method as Stimson wrote about them for the first time. The emphases have been added to draw 
attention to central elements that are examined in detail as the chapter progresses.9.
".... a farming project, as the term is here used, is a thing to be done on 
a farm which, in the preparation for doing it and in canying it out to a 
successful result, involves a thoroughgoing educational process."
(1914, p!3)
"The project method deals with natural units”.
(1912, 1914, p38)
A farming project is, further, something to be done on a farm that involves a limited 
and definite amount of equipment, materials, and time, and which is 
directed toward the accomplishment of a specified and valuable result"
(1914, pl3)
"Farming activities readily resolve themselves into what may be termed farming
L.Smart Page 81
projects. A farming project is a thing done on the farm. The thing done may 
contribute some element of improvement about the farm-as constructing a 
concrete walk leading to the front door; planting and nurturing shade trees; making and 
maintaining an attractive lawn.
The thing done may be of an experimental nature- the planting of an untried 
variety of fruit, the feeding of an untried ration, the testing of one or another of much 
advertised roofing materials. Finally, the thing done may be of a productive 
nature, as growing a crop of clover or alfalfa: the growing of a field of potatoes; the 
growing of a crop of silage com, or the production of eggs for the market.
(1914, P13)
" The home-project plan..has two distinct features. One is productive farm work, 
supervised by a special agricultural instructor, or group of instructors; the other is study 
directly related to that productive work. Both are essential and for each careful 
provision must be made."
(1912,1914,p22)
Trained men visit the boys upon their farms and assist them to work out their 
projects. The project is carried out on the farm, but work at school 
bearing on the project is assigned the boys."
(p9)
"The knowledge which is the boy's quest in project study is knowledge of which 
he sees the need."
(1912, 1914,p39)
"Neither skill nor business ability can be learned from books alone, nor 
merely from observation of the work and management of others. Both require 
active participation during the learning period in productive farming 
operations of real economic or commercial importance."
(1914, p9)
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"To see a thing done, however good the demonstration, is not to do it oneself. "
(1914, plO)
"To participate in the carrying out of an enterprise planned and ordered by another 
by even an agricultural school instructor- may leave one little better than a gang 
labourer".
(1914, plO)
"Projects should be permitted when strongly desired".
(1912,1914, p34)
(all emphases added)
A series of examples are then given of the improvement project, the experimental 
project and the productive project. A rationale and detailed examples are provided for each. For 
the present purpose of understanding what Stimson understood when he used the term project 
a consideration of one of these examples provides an illuminating illustration. The productive 
project is chosen because Stimson identifies this type as being of particular importance.! 0 .
"The projects termed 'improvement' and 'experimental' offer excellent incentives to 
project... First, and without fail, however, in vocational education should come the 
projects termed 'productive'."
(1912, 1914, p39)
"The logic of making the productive project fundamental is the logic of life."
(1912, 1914, p41)
"The productive project of growing a crop of clover might involve a study of the 
various varieties of clover; the comparative adaptability of those varieties to the given 
field on which the crop must be grown and to the climate of the locality; the most 
reliable places for the purchase of seed; the best time for seeding; the best time for 
cutting; the best methods of curing and storing; the mathematical calculations as to the
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saving in cost of feeding stuffs which the crop would afford; the chemical elements it 
would furnish in the ration, and the beneficial chemical, biological, and mechanical 
effects on the soil in which would be grown."
(1914, pl4)
"The scale of the improvement and experimental projects must be extended, occupy as 
much as possible of the time and engage as much as possible as the energy of the 
student. Entering on a productive project should be an indication of the student's 
determination to go just as far as he can.... not only toward learning how to 
become a self respecting and self supporting producer of farm products but also 
toward putting that knowledge into practice. Vocational education... means the 
constant interworking of ideas and action."
(1912, 1914, p40)
"It means the educational unity of two practically simultaneous 
processes, the processes of earning and learning. "
(original italics)
(1912, 1914, p41)
These extracts provide a vital insight into how Stimson conceptualised the Project 
Method as he presented it to others for the first time.The intention here is not merely to describe 
but to examine and 'unpack' this conceptualisation. As a result of many re-readings of these 
two documents it is possible to identify three central elements through which this can be 
undertaken.
Firstly, there are the practical and pragmatic concerns that Stimson felt the Project 
Method addressed.
Secondly, there is the philosophical position with regard to the nature and purposes of 
education that informed his response to the problems he identified.
Thirdly, and arising from this, there is the epistemological position from which this 
method arose.
Although the first element is treated briefly here the full consideration is deferred until
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Chapter 5 where the local factors and forces at play are considered in detail. An understanding 
of the interaction between these and the broader nationwide developments considered in 
Chapters 3 and 4 is necessary to establish what this new method was a response to.
It is also necessary to remind the reader once again that there was, inevitably, a high 
degree of interaction within and across the 3 elements now considered. They have been 
separated for the purposes of clarity of treatment.
Practical and Pragmatic Concerns.
A brief treatment of these is included at this stage for it is important that these are not 
considered of less importance than epistemological or philosophical factors. The approach to 
teaching and learning that Stimson developed in Northampton was a direct response to practical 
issues. In 1908, as the Director of an agricultural school his students were the sons and 
daughters of farmers intending to continue as farmers themselves. Chapter 4 examines how 
agricultural education had developed during the second half of the previous century. The role 
of the agricultural schools and colleges as defined under various state and federal legislation 
(ie. Morrill Act 1862, Hatch Act 1882) was unequivocally vocational. They were charged with 
the task of disseminating greater knowledge and understanding of new methods and 
technologies, particularly more scientific ones, with the specific intention of increasing 
efficiency and productivity (Armytage 1967, p38 ). As will be explored in detail in the 
following chapters these innovations failed to realise their intentions, much to the frustration of 
those involved in the rural/agri cultural economy. This failure was held in some large part 
responsible for the decline of the rural communities particularly the general lack of 
attractiveness of farm life and the resulting 'drift to the city' of the younger members. As will 
also be shown, the region of Northampton in Western Massachusetts reflected the national 
picture.
As Chapter 4 details one significant response to these failures was to critically 
reexamine the methods used to teach agricultural education. It will be shown that Stimson's 
Project Method was just one of many experimental methods tried during the early years of the 
twentieth century. In the earliest, 1912, document (and included verbatim in the 1914 one) the 
section headed'Project Study versus Subject Study' consists of five pages juxtaposing 
the traditional approach to teaching agricultural studies with the Project Method. In this 
Stimson identifies the key features of each, the failings of the former and the benefits offered
by the latter. This section provides an insight into the pragmatic case presented for adopting the 
Project Method and was clearly written to persuade the reader of the advantages of doing so. 
Importantly, and this will be explored further below, this section also provides valuable 
insights into the philosophical and epistemological position that underpinned this method. As 
he juxtaposes subject and project teaching he writes
"One of the advantages claimed for subject study is that puts the student in
possession of coherent bodies of organised knowledge.... but it stops short at this 
point. For applied knowledge as such it accepts no responsibility"
(1912, 1914, p36)
(emphasis added)
From his own experience in agricultural education Stimson concludes that, for many 
students storing this knowledge and being able to call upon it in the future when the situation 
demanded it was simply beyond them. He expresses serious reservations as to whether this 
claim for 'deferred usefulness' actually occurs. He claims that in a project based approach there 
is an immediacy which brings knowledge and application into an 'interworking' (his phrase) 
dynamic.
He draws attention to the central role of the agricultural instructor who in the Project 
Method visits the students as they work on the agreed projects at home. A key part of this role 
is identified as bringing the school knowledge and the practical knowledge together in a real 
situation. Stimson strongly believed that the student required support for this to occur, 
something that traditional approaches did not provide.
"To the farm boy himself, alone and unaided by the supervision of his agricultural 
instructors.. has been left the educational task, well nigh impossible, under such 
circumstances, of bringing these elements of his experience- one concrete, the other 
abstract- into efficient relations, whether for purposes of intelligent understanding or 
for purposes of economic returns, with the result that the anticipated values of such 
subject study have too often been deferred indefinitely."
(1912, 1914, p38-39)
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Whereas with the Project Method
"The educational cycle is not left open, but is here completed. The
movement from observed data of agricultural production to general laws and principles 
is followed by the reverse movement, which is embodied in the application of the laws 
and principles of science- embodied that is in the economic agricultural enterprises 
conducted by the students on their home farms under competent school supervision."
(1912, 1914, p37)
and
" The knowledge which is the boy's quest in project study is knowledge of which he 
sees the need."
(1912, 1914, p39)
Thus, by using a real problem that arises from the student's own life on his farm as the 
basis for a project and by then integrating the taught programme in school with work on the 
farm he claims that the failings of the traditional approach are redressed.
Several examples are detailed to illustrate how the use of the Project Method led to real 
economic benefits which, importantly, the students benefited from financially. The 1914 
publication proudly reports that in the year of 1912,25 boys in the state earned over $5,000 
from their Projects, set up and supported in the manner outlined above. This 'tangible benefit', 
financial or otherwise is a crucial one for Stimson for it creates the desired 'reality' associated 
with the Project Method as opposed to abstract or artificial nature of learning within the 
traditional model. The impact of this 'reality' on the level of motivation is also noted positively 
in these examples and this is returned to below.
The concern with the 'end product' cannot be overemphasised for it is central to 
Stimson’s original concept. The project was not something that one 'might do' or might be 
hypothetically developed or started and not completed. It was something that once agreed upon 
was carefully planned in terms of time and resources with a clear outcome always in mind.
"..it involves a limited and definite amount of equipment, materials, and time, and 
which is directed toward the accomplishment of a specified and valuable result."
(1914, pl3)
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Vocational education is by definition utilitarian and there is no doubt that greater 
efficiency in farming practice was a key factor in Stimson's development of his approach to 
teaching and learning within his school. However, it would a mistake to view Stimson and the 
approach he developed as being only concerned with utilitarian matters.
The Nature and Purposes of Education
From the two documents of 1912 and 1914 it is possible to identify how Rufus 
Stimson conceived the nature and purpose of education. The Project Method is a manifestation 
of these.
Firstly, there is his attempt to address the issue of 'the needs of the individual' and 'the 
needs of society'.
Secondly, there is 'the type of person' he believes schools should be seeking to 
develop through the curriculum and experiences provided.
Thirdly, there is the view of human nature itself that informs the methods adopted to 
achieve the above.
None of these exist in isolation from each other and Stimson was clearly aware of this 
as he writes, and illustrates, the dynamics at play between these. Some of the above are 
addressed more implicitly than explicitly but by examining the text of the 1912 and 1914 
publications it is possible to gain a real insight into the philosophical position of the person 
who conceived the Project Method. Without this, the question as to 'why' this method came to 
be cannot be addressed satisfactorily.
The needs of the individual and the needs of society is an issue that eveiy educational 
system, its institutions and curriculum, attempts to address. The differences in emphasis in 
different countries and at different times reflects the wider values and beliefs held and which 
manifest themselves in the education systems and structures of the day. As will be explored in 
detail in Chapter 4 the first two decades of the twentieth century in the U.S.A. was a period 
when this issue of the needs o f the individual and the needs o f society was a high profile one. 
Stimson shared the concerns and reservations of those who were questioning whether the 
traditional school model and curriculum that had developed in the U.S.A. was still appropriate 
in the new urban, industrial society.
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He draws attention to a feature of the existing model that was causing widespread 
concern during this period and was seen as indicative of the need for change. Concluding his 
juxtaposition of traditional methods with the Project Method he refers to
yearly exodus from school of the army of children whose schooling is halted as 
soon as the compulsory education laws release them."
and continues
"But why should they not go? In the vast proportion of cases their lot in school has
been far from happy Taught by one sort or another of subject study method, and
failing to see, much less feel, direct relationship between what they 
have studied and what they are likely to be and do in life, too many have 
' failed in their studies'. Their school traditions have been traditions of defeat.
If anything can efface the depressing memory of such traditions by establishing 
traditions of school success, it is believed that the project method of vocational 
education can do it...
Than this, project study can, perhaps, hope to achieve no finer result."
(1912. 1914,p39-40)
(emphases added)
Appearing in the original 1912 publication the ringing 'achieve no finer result' phrase is 
rather out of place in what is generally a considered, persuasive, but non dogmatic style used 
by Stimson. It does however, convey a real concern not only with wasted resources and 
potential but also with the individual's personal self image and self esteem. Although not 
explicit, there is a clear belief here that personal fulfilment is directly linked with feelings of 
success and self worth. His claim that the Project Method was successful in addressing both 
the requirements of the individual and society was to prove a most attractive one over the next 
decade.
Although Stimson only uses the term 'citizenship' once there is evidence that he was 
concerned with the development of certain personal characteristics considered desirable.When 
writing about the necessity for each student to plan and then manage , that is take responsibility 
for, his own project he says
L.Smart Page 89
"To participate in the carrying out of an enterprise planned and ordered by another 
by even an agricultural school instructor- may leave one little better than a gang 
labourer"
(1914, plO)
and
the other fundamental of the project method should produce managerial ability. 
Good headwork is required for successful farming no less than good handwork."
(1912, 1914, p26)
" It is essential that he himself, with of course the aid of his agricultural instructor, 
shall plan his project and manage it."
(1912, 1914, p30)
The comparison between the gang labourer with the successful farmer is made here to 
emphasise that the former has merely to do as he is instructed whereas the latter has to take 
responsibility for all aspects of his work. Stimson's message being that the necessary skills 
and attributes required by the latter need to be developed by the school. The Project Method, 
by placing the emphasis it does on the individual taking responsibility for his task develops this 
in a way alternatives fail to do.
Stimson's concept of the Project Method has the individual at the core but he does not 
ignore the communal benefits. These are not explored in detail but his statement that the 
different types of proj ect
".. may be made to contribute as much to community as to private betterment and well 
being"
(1912, 1914, p40)
suggest a firm belief that the two are inter linked. The first paragraph of the 1914 (federal) 
Bulletin captures this
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"Vocational agricultural education is ...one phase of effort toward conserving the
valuable years of youth for the best uses of both society and the individual."
(1914, p9)
For Stimson, the Project Method offers to bring together these different agendas.
".. education. It becomes part of his life, not something apart from it".
(1912, 1914, p40)
Education, home life and needs, student motivation, character development, personal 
benefit and benefit to the wider community are not discrete elements that are pursued 
separately for Stimson. What he is advancing all the way through these publications is that the 
method he had developed addresses them all. As will be explored in Chapter 4 'Education as 
life' was to become a key phrase in the development of public education in the U.S.A. over the 
next decade and a half.
The third of the elements that informed Stimson's initial conceptualisation can now be 
examined. The practical concerns and the broad understanding of the nature and purpose of 
education have been considered and it is now possible to explore the epistemological position 
from which the Project Method arose.
The Epistemological Base of the Original Project Method.
As with the previous element Stimson did not outline, in an explicit manner, what he 
considered 'knowledge' to be or of how it might be most effectively acquired by the learner. 
However, it is possible to assemble key comments, observations and statements Stimson made 
in these initial publications that provide valuable insights into the epistemology that 
underpinned his method.
The following aspects of this epistemological position have been 'teased out' and are 
considered separately. As with the earlier discussion it is necessary to acknowledge that such a 
division is artificial and none of the following operated in isolation from each other.
These aspects are firstly, how Stimson viewed knowledge itself. Secondly, how he thought 
learning took place most effectively. And thirdly, the role of the teacher in this process.
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i. Knowledge
"Education is remembering. The knowledge which is the boy's quest in project study 
is knowledge of which he sees the need. Being needed year by year, it will 
year by year be recalled. Used again and again, added to, modified, and exactly 
applied, it will tend to be distinctly remembered. If unused knowledge tends to 
be forgotten, the converse is most emphatically true. "
(1912, 1914,p39)
"The boy’s knowledge may be complete for its purpose- an organised unit, a 
body well articulated and thoroughly comprehended. "
(1912,1914, p38)
For Stimson, knowledge did not have an independent existence, nor was it abstract.
For him it was "a direct tool"(1912,1914, p27) that was used by its possessor for a purpose. 
This purpose arose directly from the individual's needs and requirements as he/she himself 
perceived them (op cit p27). Knowledge that was not used, or applied (op cit p36) would cease 
to exist. This application had to be to a current, real (1914, pl5) situation. He rejected the idea 
that either hypothetical or future situations could create this necessary condition for the learner. 
Knowledge was not something to be built up for deferred use.
As the first of the two quotes above also shows it was also not a fixed commodity but 
one that could be modified, added to and reassembled. The determining factor being the 
purpose to which it was being put. However, this is not a non intellectual, non theoretical, 'get 
by' or 'survival tips' model that he outlines here. When comparing the Project Method with the 
traditional subject approach he explores the interrelation between theory and practice.
"The educational cycle is not left open, but is here completed. The movement, 
from observed data of agricultural production to general laws and principles, 
is followed by a reverse movement, which is embodied in the application of 
the laws and principles of science...
(1912,1914, p38)
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" Beyond the precise rules necessary for success in any given project there is the 
reasoning from experience or from scientific principles which is their 
justification. The larger educational efforts of the instructor should be directed 
toward training his boys, not merely in finding the naked rules by which their 
project work must be governed, but also in discovering the practical 
experience or the laws of nature which lies back of them; that is to say, he 
should aim to possess his students of rules, not as rules of thumb1, but 
as rules of reason ."
"...and., give the young producer what may be termed, in the broader senses of 
that expression, agricultural horizon.".
(1912, 1914, p26)
What Stimson is concerned with here is the principles and practice dynamic and he 
sees this as a non linear relationship. However, he is also clearly of the opinion that the 
starting point of this arises from the identification of a real purpose that the learner feels she he 
needs to address. What he is outlining is far from a ’tips for farmers’ model and the emphasis 
he places on the need to move beyond 'what works' to 'why it works' is central to his model. 
As has been mentioned earlier (and is explored in detail below) the role of the teacher in 
enabling the learner to make these connections is at the heart of the Project Method.
It is necessary to remember that Stimson was not presenting a hypothetical or abstract 
model of teaching and learning in these two Bulletins and he reminds the reader of this at 
intervals.
"No more diligent or effective (his emphasis) application of the inductive method in 
education has ever been witnessed than that proposed, and in good measure 
practised, by the Project Study of agriculture."
(1912, 1914, p26)
Chapter 4 consists of a consideration of the changes that took place in education as its 
role and purpose came under close scrutiny towards the end of the nineteenth and early
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twentieth century. As this is undertaken it will be shown how Stimson's epistemological 
position can be located within this broader development. It will be shown that the impact of the 
'new' 'methods of science', with its emphasis on inductive rather than deductive thinking, was 
felt in all disciplines and wider aspects of life.
ii. Effective Learning
Having explored how Rufus Stimson viewed knowledge it is possible to move on to 
explore how he believed the learner might acquire this most effectively. This is a crucial area to 
examine for it was in response to this that he developed the Project Method. Its attraction to 
other educators, initially within Massachusetts and then beyond was because of the claims 
made for its effectiveness in relation to other contemporary methods. From the two documents 
published in 1912 and 1914 it is possible to identify the features of the Project Method that 
Stimson presented as making it more effective than the alternatives.
Purpose, Reality and Motivation
"The knowledge which is the boy's quest in project study is knowledge of which 
he sees the need. "
(1912, 1914,p39)
Learning is perceived as something that an individual does when he/she identifies a 
need to do so. The more intensely this need is perceived the more effective the learning will be. 
Thus, the use of a real situation is essential in creating the purposefulness necessary for 
effective learning to take place.
This follows directly from the statement considered in the previous section where his 
statement that
" unused knowledge tends to be forgotten"
(1912, 1914, p39)
The individual learner must therefore be at the centre of this identification of his/her needs. 
"Projects should be permitted when strongly desired"
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(1912, 1914, p34)
And projects cannot be simply identified for him/her by another, for example the teacher. 
However, the decisions as to what to base the project on will involve informed discussion with 
knowledgeable others.
"It is essential, however, that he himself, with of course the aid of the agricultural 
instructor, shall plan his project and manage it."
(emphases added) (1912,1914, p30)
It is therefore obvious that this method of determining who is going to do what will 
lead to different projects being undertaken by different pupils.
"Good home project work, however, will be as dependent ...upon project study 
outlines being careful adapted to each student's home conditions."
(1912, 1914, p35)
The reason why Stimson stresses the importance of establishing a learning situation that 
is red for the student is because he believes motivation is a key, perhaps the key factor, in 
ensuring successful learning takes place. He refers to it as
"..a fundamental educational factor of the Massachusetts home project plan."
(1914, pl7)
It is the redity of the learning situation that is created through the use of the Project 
Method that enhances the motivational factor when contrasted with other approaches.
"The methods by which the boy becomes on a small scale a farmer or 
business man for himself gives the project he is carrying out and the school work 
in which he participates a reality not otherwise attainable. It heightens 
measurably his interest in the work and in the related study in school, and must 
fix better than by any other device the training he is receiving. "
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(emphases added) (1914, pl5)
This reality is clearly seen as life beyond the school room with the learning situation 
tackling the concerns and problems a farmer has.
schooling becomes a new experience to the boy. It becomes part of his life, not 
something apart from it"
(1912, 1914, p 40)
The examples given of projects exploring how a cow's diet relates to milk yield, of 
which fertiliser to apply and in what quantities to increase crop yield or of the benefits of an all 
weather path to the house clearly illustrate this.
And, just as the farmer would be concerned with the cost and the profit from any of the 
above so the economic factor is found at the heart of the Project Method. This financial 
dimension is another example of Stimson's concern with reality for, if the students made a 
profit from their projects they shared in the benefits of this. He writes boldly about
"Economic returns as direct incentives to competent training".
(1914, p 20)
and of
"earning and learning occurring simultaneously".
(1912, 1914, p 41)
He refers to the projects needing to
".. arouse his (the boys) enthusiasm by making the profit he may reasonably expect to 
get appeal to him as a real prize."
(1912, 1914, p 41)
He proudly documents the details of 25 students earning over $5,000 between them in 
1912, of a student winning a cash prize at an agricultural show for his ears of com and also, to 
illustrate the reality of such ventures, of frosts and blight wiping out the value of other
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students' projects. However, his comment alongside these financial details that
"Boys like to feel that as members of the family they are at last able to pay their way"
(1914, p 17)
suggests that he is aware that it is not only the money itself that is important. The students 
concern with his own self image in his own social setting is also acknowledged the opportunity 
to enhance this is also likely to have a positive effect on motivation.
Activity
The establishment of this real and purposeful learning situation will, not of itself, 
maximise the effectiveness of the learning. As has been shown project work was not a 
hypothetical exercise but involved real cows, hens, seeds, pathways etc. which the student 
would work with. Although implicit throughout, Stimson only makes one explicit reference to 
the active as opposed to passive nature of the type of learning he identifies as being most 
effective, but it is an unequivocable one.
"Neither skill nor business ability can be learned from books alone, nor merely from 
observation of the work and management of others. Both require active 
participation during the learning period..."
(emphases added) (1914, p9)
Reflection
".. there will be much reviewing, in field and bam, of facts and principles, some 
noting of new facts as a basis for the further study of principles."
(1912, 1914, p29)
Alongside the stress placed on activity is a similar one placed on the need for reflection 
upon the activities pursued. It is clear that the activity undertaken in this model was carefully 
planned in advance, recorded and reviewed upon and the medium through which this was done 
was the student's notebook. A considerable amount of detail is given concerning how it should
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be set up and an exemplar is provided which is reproduced here ( Illustration 2). He writes that
the project study records of the students become of the highest importance”.
(1912.1914, p27)
The responsibilities of the teacher in monitoring the student's work and progress is 
stressed but beyond these there was also a belief that involving the student in the record 
keeping aspect was a key part of the learning process. The requirement that the students keep 
records throughout each project was directly related to Stimson's understanding of the learning 
process. After suggesting the format for the notebook he stresses
" The particular form of notebook, however, is but a means. The desired end is 
clear evidence of sound thinking. The pupil, in some form of notebook, should 
be required to reduce his approved agricultural ideas to writing, because this will be 
one of the best forms of evidence that his training is placing such ideas 
at his command. '
(1912, 1914, p42)
"... and these records should be kept with such care as to be of permanent value to 
the pupils themselves in their future unsupervised farming projects"
(emphases added) (1912, 1914, p43)
As has been noted he intended
".. there will be much reviewing, in field and barn, of facts and principles, some 
noting of new facts as a basis for the further study of principles."
(1912, 1914, p29)
The notebook is therefore a key part of the process in which theory and practice are 
'interwoven' as the student's learning progresses. The above illustrates that it was not 'theory 
in the classroom' and 'practical work on the farm'. Such a model already existed and will be 
considered in a later chapter. "Interworking" was a word Stimson used in these publications
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and it captures the essence of this dynamic.
" Good farm management depends upon good judgment, upon reasoning power...In 
the notebooks of most boys, therefore, should be recorded the general principles which 
they have mastered and of which their rules have been but particular applications".
(1912, 1914, p26)
As was seen above Stimson was concerned with the 'complete cycle' of the educational 
process and the importance he attaches to the student's notebook to ensure this link between 
activity and the reflection upon the activity is a manifestation of this. This 'cycle' is continued 
beyond the formal schooling years with the note book envisaged as continuing to inform future 
practice. It is a part of the structure to achieve the educational aims Stimson sought to achieve.
Completeness
The element of 'completeness' is a crucial aspect of the project approach and can be 
seen as further evidence of the above 'cyclical' model. It is possible that the features 
considered above, purposefulness, activity and reflection could all be operative without a 
requirement that the task, once begun, was seen through to completion. However, the reality 
criteria that Stimson identifies as a central element would not have been met. To have invested 
time (ie. preparing land, compiling data) and usually money (ie. buying seed, extra feed stuff) 
as required in the early stages of the project and then to have wasted them by failing to put them 
to effective economic use was obviously not the reality of being a farmer. Without this 
commitment to seeing the project through to completion it would not be 'a project' as Stimson 
defined it. His definition states this unequivocally
"A farming project ..is a thing done on the farm which in the preparation for doing it 
and in the carrying of it out to a successful result..."
(emphasis added) (1914, pl3)
Throughout, Stimson uses "seeing things through","conclusion" and "complete" and 
all the examples he presents are of projects planned, implemented and seen through to 
conclusion. Sometimes this conclusion is unproductive as with the students who had their
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garden crops wiped out by frost. Nevertheless, it has been seen through to a conclusion and 
for Stimson would still be a success if a greater understanding had been developed by the 
student as a result of this experience and that this learning inform his future actions. Above all, 
it was real.
He stressed the need to ensure that any projects which are agreed with the tutor are 
carefully checked to make sure they have every chance of success (1912,1914, p42) with 
regard to the ability of the student and the time and resources available.
Throughout this consideration of Stimson’s understanding of how learning could be 
made most effective there have been several references to the role of the teacher in this process. 
In the third and final section of this consideration of the Project Method as delimited by Rufus 
Stimson the important role of this person is examined.
The Role of the Teacher
Several times in the areas considered above it has been necessary to include a note 
stating that this would be 'considered below'. This was necessary for, until the role of the 
educator is added to the areas already considered, it is difficult to see how the component 
parts work. The teacher is the key component in ensuring that this pedagogic method works as 
intended. The Project Method is most accurately described as an approach to learning and 
teaching. Stimson's original conceptualisation addressed both aspects and explicitly explored 
the relationship between them.
The knowledge, skills and understanding required by the teachers operating a project 
approach were not the same as those operating the traditional subject based approach. As 
Stimson detailed the knowledge, skills and understanding required of the teacher, or rather the 
agricultural instructor he/she was known as from 1911, using the Project Method can be 
identified. It will be seen how the role of the teacher, unsurprisingly, arises from Stimson's 
own epistemological position, as considered in the previous chapter.
Stimson is keenly aware of the demanding nature of this person within the whole process.
"It will readily be understood that the teaching and supervision necessary to the 
successful development of the project approach require instructors of exceptional 
ability"
(1914, pl9)
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These instructors were certainly required to be successful in, and knowledgeable about, 
agriculture (pl9). However, as he expands upon their role it becomes clear that it is at least as 
important that they also had to have the ability to 'know their students'.This knowledge of the 
students is not a general knowledge of the class one is working with but is rather a specific 
knowledge of each individual. The word 'individual' is used extensively throughout and 
Stimson is unequivocable about the importance of this to making this approach work.
"The Project Method of education more, it is believed, than all others, takes into 
account the aptitudes, requirements, and accomplishments of individual
students.."
(1912, 1914, p25)
and
"... emphasises the individual study of each student, the careful and the 
exclusive attention given to the needs of each student by the instructor"
(emphases added) (1912, 1914, p30)
Stimson does not leave it at this 'guiding principle' level and this reflects that these 
were not 'academic' articles he was writing but practical guidance bulletins intended to affect 
and inform practice. With regard to each student's starting point he writes
"The student brought up on the farm is likely to bring to the classroom
considerable familiarity It remains for his agricultural instructor to amplify
his knowledge and experience to the fullest extent".
(1912, 1914, p31)
This prior knowledge therefore needs to be identified and acknowledged but must also 
then be used in the learning process. With regard to aptitude Stimson readily acknowledges the 
differences that occur in all classes but is insistent that his individualised project approach will 
ensure
"..that no student will be 'held back' by any other student- a result most devoutly to be 
desired in all forms of teaching."
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(1912, 1914, p29)
A key role of the instructor in this area is to work with the student at the outset to identify an 
appropriate project to embark upon. The students interests, already referred to above when the 
importance of motivation was examined, will be a very important factor but it is clearly the task 
of the instructor to work with these to frame
"Projects just within grasp of the boy..."
(1912, 1914, p42)
and
"Suit the size of the project to the capacity of the student"
(1912, 1914,p41) 11 .
As was seen above, Stimson was very concerned that the students should experience 
success and thus the initial determination of the project taking account of the limitations of time, 
resources and student ability was crucial. The instructor played a crucial role here and it should 
be noted that each project had still to be approved before commencement. It was very much a 
negotiated agreement as these quotations show
"Projects should be permitted when strongly desired: they should not be 
required. "
(1912, 1914, p34)
and
" It is one of the most important merits of this method that the instructor is 
thus able to deal with the particular needs and capabilities of individual 
students "
(1912, 1914,p31)
At the initial stage of determining 'what' and of drawing up 'appropriate study 
guidelines’ the role of the instructor is central. This role is essentially a guiding one that is 
informed by the instructor's knowledge that "takes into account the aptitudes, 
requirements, and accomplishments of individual students "(op cit).
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Once the project is agreed and underway the instructor works with the student both in 
school and also on his home farm. While the latter obviously included a monitoring role the 
real educational purpose of these interactions is to increase the chances of a successful 
completion of the project. Through working towards this successful completion one of the 
most important features of the Project Method is addressed and the teacher plays a key, 
catalytic role. This involves taking the student beyond knowing 'how to' towards an 
understanding of 'why'. One of the severest criticisms Stimson made of existing teaching 
methods was that the link between principles and practice was rarely made by the student.
"Too much, one may say in the cases of some boys fatal, reliance is put on the ability 
of the students once grounded in sound theory at the school to put that theory into 
successful practice on their own farms, alone and unaided".
(1914, plO)
and again
"To the farm boy himself, alone and unaided by the supervision of his agricultural 
instructors, has been left the educational task, well nigh impossible, under such 
circumstances, of bringing these elements of his experience- one concrete, 
the other abstract-into efficient relations., for purposes of intelligent 
understanding. "
(emphases added) (1912, 1914, p37)
It is not that the links and enhanced understanding are beyond the students but that they need 
support and guidance of an experienced and knowledgeable other to help establish them.
The instructor therefore spends a considerable amount of his time travelling to visit the 
boys on their farms discussing, recording and reviewing their work and progress (1912, 1914, 
p29). This information is either used on the farm or back in school to make the links between 
the concrete and the abstract and most importantly, vice versa . Only by so doing can the 
'complete cycle' that was so central to Stimson's claims for this method be realised.
If, and as, the instructor identifies the need for a new skill (ie. how to do a 
mathematical calculation, p l4 ), a new piece of knowledge (ie. the way certain chemicals 
interact with others in the soil, p39) these will be built into the taught programme. They now
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become 'needed' and, as was explored above, thus achieve the status of knowledge for the 
learner because the need is realised and the knowledge will be used. The instructor’s role is 
therefore to constantly seek to make these links from the 'what' to the 'why' in this inductive 
model. In line with the 'practical guidance' rationale for the Bulletins, Stimson offers guidance 
on strategies for making these links.
"Ask questions... avoid to the fullest extent, however, leading questions which suggest 
an answer 'yes' or 'no'. Ask questions which require study, thinking... "
(1912, 1914, p45)
Besides these professional skills, there are also certain 'personal' ones that Stimson 
identifies as necessary for an instructor operating the project approach. The ability to "inspire" 
(1912, 1914, p22) and "enthuse" (p41) his students is also noted. 'Diplomatic skills’ are also 
drawn attention to when visiting the farms where he has to ensure the opportunities for the 
student to pursue his project are created with the father or owner. Finally, the instructor is 
expected to be able to work co-operatively with other instructors in sharing and learning from 
each others ideas, experiences and methods.
"Therefore, be prepared to discuss and to demonstrate your best methods and results 
for the benefit of other instructors when called upon to do so."
(1912, 1914, p47)
Stimson readily accepted that the personal and professional qualities necessary for a successful 
instructor operating the 'new method' were considerable and somewhat daunting.
"The suggestions to the agricultural instructor just given may at first sight appear to be 
counsels of perfection difficult, if not impossible, of execution..."
(1912, 1914, p48)
However, he believes they are all necessary. In relation to this he spends some time 
detailing how the recent legislation has meant that the salary of the instructor is not governed by 
existing grades and gives examples of men being paid in excess of these. He advises that this is
L.Smart Page 104
likely to prove necessary in the future to attract the right people. He stresses the central role 
they have to play to ensure the whole process works and he advises that the higher salaries be 
viewed as 'a good investment*.
In Conclusion
This chapter set out to see if it was possible to locate the origins of the Project 
Method both chronologically and geographically. In the first part of this chapter this was 
achieved within the bounds of reasonable doubt. Rufus Stimson, teaching at Smith's 
Agricultural School in the town of Northampton, Massachusetts, U.S.A. can be credited with 
the title of creator of this method.
In the second part of the chapter this initial conceptualisation of 'Project Method' has 
been examined in detail. The previous chapter established the need to begin investigations from 
the available primary source materials. As Rufus Stimson provided this first conceptualisation 
of the Project Method is of the greatest importance to this in the present study. The fact that it 
was written, not by an observer or one who was marginally involved, but by the innovator 
himself only adds to its importance. As will be seen in the following chapter others would 
come to be associated with developing and popularising this method but they can no longer be 
regarded as its creator.
The role and development of the Project Method cannot be understood without an 
understanding of the original concept for this informed all that was to follow. It was for this 
reason that the original conceptualisation was considered in detail.
Throughout this consideration an attempt has been made to not only detail or describe 
what he actually said but also to explore and make explicit the key features. Not least of these is 
the philosophical position from which he wrote. As has been illustrated this informed his 
understanding as to the purposes of education, the nature of knowledge, how learning takes 
place and the role of both the student and the teacher in this process. These were often implicit 
rather than explicit and have had to be 'teased out'. Great care has been taken to ensure any 
interpretations made can be supported by reference to these primary sources.
The rest of this study addresses the question that inexorably arises from the question 
that poses itself at his point. Why did the Project Method come to be developed in this place, at
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this time and in relation to this particular individual? Only through now addressing these can 
the aims of this study be realised.
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End notes
1. The use of the 'bulletin' appears popular in the U.S. educational system in the early years of the twentieth 
century. The intention behind them was to disseminate information in a cheap and accessible format. As will be 
examined in the next chapter advances in both printing and transport had increasingly made this possible.
2. It was not included in the earlier graph because Project Method/Study were not in the title. It was an 
internal report whereas all the other entries on the graph were available in pamphlet, journal or book form.
3 .  The Massachusetts connection in evidence here runs deep with the names of Charles Prosser and his former 
superior in the Massachusetts Board of Education, David Snedden, becoming leading players in the debate and 
development of vocational education pedagogy in the U.S.A. To what degree Snedden, Prosser's and Heald's 
careers were advanced by their association with this new method that attracted so much attention in the decade 
after 1910 is an interesting one that would warrant further study. The reason's why Heald didn't name either 
Stimson or Smiths's School in this historical overview and why Prosser didn't amend it as it crossed his desk 
must remain unknown. The fact that they didn't has contributed to subsequent writers on the subject 
underestimating his significance. These issues are revisited in the final chapter.
4 .  Stevenson's statement is not as accurate and risks misinterpretation.The report was complied by Stimson, 
Prosser and Allen for David Snedden who as Commissioner for Education presented it to the Legislature.
5. It can be noted here that at least one of the factors that led to the increased number of publications, book and 
journal, addressing educational issues was the expansion of teacher training. The institutionalisation of this in 
colleges with courses designed to this end generated its own momentum, not least in the production of materials 
to support these courses. Due to the time given and the support enlisted, particularly educational librarians 
skilled in international computer driven literature searching, I am confident that the chance of failing to identify 
any key works in this area has been minimized and that the ones referred to in the text here are the major 
publications.
6. Adam's bibliography shows the source for his chapter on the Project Method is J.A. Stevenson's The Project 
Method of Teaching (1921) and not Kilpatrick's 1918 article.
7 . As was noted in this earlier chapter the presence of such does not negate the usefulness or validity of the text 
but an awareness of it is informative.
8. Although Knoll does not refer to it, the making of a 'masterpiece' as a means of completing an 
apprenticeship predates the Italian model he calls upon and this too meets his criteria although it did not take 
place in a 'school' situation.
9 . The process of making selections from a crucial source is always open to challenge and this is readily 
acknowledged. This issue was raised and considered in the previous chapter where the procedural methods of
L.Smart Pa»e 107
historical research were identified as providing 'safeguards' when selections are made. These apply here. As has 
been noted the whole of the expanded 1914 publication is included as Appendix 2 with the 1912 publication 
forming Chapter 2 of this. It is believed that this offers a further 'safeguard' as the selection process comes under 
scrutiny.
10. This, however, should be taken to mean that Stimson considered the other 2 types unimportant as this is 
not the case. The importance he accords to the 'improvement project' and its contribution to aims wider than the 
educational ones is examined in detail in Chapter 5.
1 1 . This model that Stimson develops here has many modem echoes with Vygotsky's 'zone of proximal 
development' (1962) coming to mind. Indeed as the role of the instructor as the knowledgeable other 'who works 
with the learner ' this resonance is even stronger.
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Chapter 3
A Society in Transition
The previous chapter established that the origins of the Project Method can be traced to 
a particular place, to a particular year and is closely associated with a particular individual. As 
the previous chapter concluded however, this merely provides the basis for the next question 
which the historian is required to ask. The question of why? As was discussed in detail in the 
Methodology Chapter the historian's task is to attempt to give an account which he/she believes 
leads to a better understanding of what he/she is investigating. The searches, investigations, 
the collection and interpretation of source material which was undertaken to establish the above 
were to a large degree laying the foundations on which the interpretation could be built. Again 
as was discussed in the earlier chapter, the process is certainly not as 'linear' as this and the 
interpretation which is presented in this study was constantly informed and modified by the 
discovery of new sources or from realising a new significance of one used earlier.
This chapter is therefore the first stage of the process of examining the Project Method 
'in context'. Only by seeking to do this can the why question be addressed. The phrase 'wider 
context' is used in this chapter and should be understood as an inclusive term including all 
those factors that were present during this period and in this place which have been identified 
as being of significance.!
This chapter is presented in two parts.
The first part consists of a consideration of the 'wider context' of American society in 
the decades either side of 1900.
In the second part, the focus is narrowed to consider the developments that were taking 
place within the context of education, within this society, during this same period.
The hypothesis explored in this chapter is that, in the late 19th and early twentieth 
century, the U.S.A. was undergoing change on such a scale and in so many different facets of 
life that the phrase a society 'in transition' (Poulson 1981) or 'a state of flux' (Kliebard 1995) 
is appropriate to describe it. The history of the U.S.A. from its colonial period onwards is one
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of change and adjustment to change. And yet the period from approximately 1880-1920 
continues to be one that the adjective 'transitional' is attached to by a wide range of authors 
(Dropkin 1975, Morison et al 1977, Robertson and Walton 1979, Poulson 1981 and Kliebard 
1995).
Although the degree of emphasis varies, the following range of factors are identified by 
the above authors as contributing to this situation: industrialisation, urbanisation, immigration, 
technological advances in communications and the 'closing of the frontier'. Whether each, or a 
combination of these, is identified as being of particular significance has varied over time and 
in relation to the commentator's own thesis. In the following pages these factors will be 
examined. If 'the society in transition’ hypothesis is sustainable the contention is that education 
would not remain unaffected. Part 2 of this chapter therefore examines the educational 
developments that took place within this wider context explored below. 2 .
One important aspect of 'context' needs to raised here before commencing. This is the 
relationship between 'the particular' and 'the general'. As such, it is an issue in all historical 
investigations, particularly with regard to the 'according of significance' to certain factors to 
substantiate any interpretation offered. The small town of Northampton in which Stimson 
worked certainly had economic, political, social and intellectual forces operating in the years 
surrounding 1908. To what extent these reflected wider state, national or international ones 
requires careful investigation. While it is unlikely that wider developments had no impact it 
must not be assumed that these, ie. immigration, urbanisation, drift to the city, agrarian 
depression, particular legislation, did necessarily apply or in the same degree as it did in other 
locations. Chapter 5 therefore consists of a detailed examination of certain specific, indeed 
unique, local factors that it is now believed to have been of significance. It is only when the 
exploration of the dynamic between the general and the specific is undertaken that the 'better 
understanding' being sought (as explored in the previous chapter) can be achieved. The 
following focuses on the broader or general context in which the Project Method originated.
Part 1
A Society in a ’state of flux'?
The relationship between population growth, industrialisation and urbanisation has
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dominated the agenda of economic historians since the time of Malthus (clBOO ). The question 
as to the cause/effect elements within this relationship is not within the agenda of this study. 
However, in the U.S.A. context there is statistical evidence that on a national scale both were 
undergoing a period of rapid and unprecedented expansion in the two decades either side of 
1900.
The population of the U.S.A. doubled in size between 1860 and 1900. This 
population expansion was, to a considerable extent, due to immigration on the largest scale the 
world had experienced to date. Some fourteen million people emigrated to the U.S.A. between 
I860 and 1900 and, apart from the war years, this continued at an average of one million 
people a year up to 1921 (Morison et al 1977, p385). The country of origin from which these 
people came was not constant over this time. Prior to 1860 almost all the people who had 
moved to the U.S.A. had been of British, Irish or German origin. In the 1860-1890 period the 
greatest percentage came from Northern Europe with Great Britain, Ireland, Germany and 
Scandinavia again constituting the greatest numbers. Between 1890-1910 the majority (over 
2/3s) of the immigrants came from Southern and Eastern Europe with Austria, Hungary, Italy 
and Russia providing over half of the total numbers. (Robertson and Walton 1979, p327). The 
significance of this changing balance of country of origin continues to be debated (Robertson 
and Walton, p328, Poulson 1981, pl61). It is apparent that it was considered o f significance at 
the time and, it will be shown here and in Part 2, that these perceptions became part of the 
agenda as the role and purpose of education came under examination.
The increase in population was, not surprising, far from equally distributed and there 
are many studies that have explored just 'who went where' and attempted to answer the 
question as to why this may have been so (ie. Poulson and Holyfield 1974 in Poulson 1979, 
pl83). What is clear is that many of the present major cities of the U.S.A. developed as such 
during this period. Chicago, for example, grew from a town of 100,00 in 1860 to a city of 
over one million inhabitants by 1900. New York’s population grew from 2 million to 3 and 
half million between 1880 and 1900. Towns like Detroit, Cleveland, Milwaukee and 
Indianapolis all doubled their size in the same period and are examples of the 50 or so cities that 
had populations over 100,000 in 1900 compared with a total of only 19 twenty years earlier. 
(Morrison et al 1977, p500).
The census returns also clearly show that many of the new immigrants settled, at least 
initially, in these cities and were one of the factors which led to the rapid expansion. However,
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it was only one of the reasons for this. The census returns also show there was a steady and 
sustained movement to the cities by those who had previously lived in rural communities. 
Again, the reasons for these decisions were myriad and will have reflected the personal 
circumstances of those involved. However, the well documented instability of agricultural 
economy (ie. Robertson and Walton 1979, p 280-294) in the last three decades of the 
nineteenth century will have informed many of the decisions to 'move to the city'. In varying 
degrees, and varying combinations, falling product prices, uneconomic farm size, monopoly 
practices by suppliers and customers, imports and costly but less labour demanding 
mechanisation have all been identified as contributing to the the intense financial difficulties 
experienced by the vast majority of farmers during the 1860-1890 period (Robertson and 
Walton 1979, p283). Another factor was quite simply that by the end of the century the 
availability of land for those with limited capital had all but gone. The famous Homestead Act 
of 1862 with its establishment of 'stakeholding rights' had the desired effect of bringing 
virtually the whole of the central continent into agricultural production, even where ( as was to 
prove the case in later years) it was far from suited to this use. The rich agricultural lands of 
Kansas, Nebraska and the Dakotas were quickly claimed and the less suitable land of the 
Great Plains and beyond had all been allocated by the turn of the century.
The intense difficulties experienced by many of those involved in agriculture during this 
period gave rise to political movements such as the Grangers, the Green Back Movement and 
perhaps most successfully the Populist Movement which ran its own Presidential candidate on 
an agrarian ticket' in 1892. It is evident when one reads election addresses and policy 
statements (Morison et al 1977 p437-449) that rural 'spiritual values' were an important 
element in the agenda of these movements alongside their more specific economic policies.
The next chapter examines in detail how these rural/agricultural pressure groups were 
influential in advocating changes to the school curriculum with the overt intention of seeking to 
maintain and promote these values. As will be shown these groups became an important lobby 
for educational change. The significance for this study is due to the fact that the origins of the 
Project Method have been located within the sphere of agricultural education.
The interrelated nature of the different elements under consideration here is 
demonstrated when one considers and relates developments in transport to the issue of 
urbanisation. In the last quarter of the century it became easier to move around than at any time 
in the country's history. By 1889 there were some 129,000 miles of railway (compared with
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20,000 miles in Great Britain) and it was possible to travel across the continent with relative 
ease. The routes taken often followed existing settlement patterns but, importantly, they also 
created new ones.
While the carrying of goods and people was certainly the central purpose of the railway 
system it also had a tremendous impact in another way that was probably not realised initially. 
Prior to this development most communities had been relatively isolated from all but their near 
neighbours.The relative difficulties of movement had, as it had throughout the pre industrial 
world, led to a large degree of self sufficiency in each community. This had included 
educational self sufficiency which often equated with educational isolation. As Kliebard 
(1995, p3) suggests, a major and far reaching impact of the railways was the breaking down of 
this state of isolation and insularity in which many of the small towns and villages existed prior 
to the coming of the railway.
Wiebe(1967) writes perceptively that
"The primaiy significance of America's new railroad complex lay not in the dramatic 
connections between New York and San Francisco but in the access a Kewanee, 
Illinois, or an Aberdeen, South Dakota, enjoyed to the rest of the nation, and the nation 
to it."
(p47)
A further development which contributed to the breaking down of the isolation and 
insulation of communities was the technological advances made in printing. Between 1870 and 
1880 the number of newspapers printed in the U.S.A. doubled. As the technology advanced 
prices fell and with the railways facilitating deliveries circulation soared (Mott 1941 in Kliebard 
1995, p3). The technological progress also made magazine publishing possible at affordable 
prices and Mott (op c it, p507) notes that in 1892 the circulation of the Ladies Home Journal 
reached a massive 700,000. Book prices also fell to levels that made them accessible to mass 
audiences and again the railway facilitated access for those living outside the publishing 
centres.
The relationship between urbanisation and industrialisation is of a complexity beyond 
the confines or direct requirements of this present study. However, the changes that took place 
in manufacturing industry were of an unprecedented nature with Robertson and Walton (1979,
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p310) describing them as 'awesome and far reaching". The economic developments that took 
place during this period have spawned a tremendous number of research studies and one has to 
be very wary of oversimplifying. However, it is possible to identify certain features that did 
take place. In the key manufacturing industries there was a transition from a large number of 
small owner occupied firms usually supplying a relatively local market to a very small number 
of massive corporate organisations supplying the national market. Examples of this can be 
readily identified in the clothing, food processing and shoe industries however it is in steel and 
petroleum that they are most dramatic with U.S. Steel providing the most vivid example of this 
process. By 1910 it controlled 80% of steel production whereas only 20 years earlier the 
industry had consisted of several hundred small scale, usually owner occupied producers 
(Bowles and Gintis 1976, p78). A further example is provided by Standard Oil which was one 
of some 150 or so firms refining oil for domestic lighting fuel in 1870 yet by the end of the 
decade it owned 90% of the nation's refining capacity.
The reason these changes are detailed here is to establish that these major changes were 
affecting the lives of hundreds of thousands of Americans across the country. The 
concentration of production in larger plants usually resulted not just in changes of scale but 
changes in working practices. As with other 'cause-effect relationships' during this period 
there is a continuing debate with regard to technological advances and mechanisation and the 
reasons for the adoption of the latter by the manufacturing owners. Whether it was driven by 
economic survival (as both new markets, but also new competitors were brought onto the 
scene) or whether it was to 'break' the control of the workers had over production when it was 
on a skilled craft basis, or some combination of these and other factors, continues to inform 
studies of this period and the interpretations arrived at.
However, as Robertson and Walton (1979) note mass production had arrived
"Mass production is something more than quantity production. It implies two
procedures; continuous process manufacture and interchangeable parts manufacture.
Mass production further implies a high degree of mechanisation."
(p309)
Such means of production do not require skilled craftsman capable of making complete 
items but rather diligent workers who can produce their 'bit' in exactly the same form as often
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as possible. If such a process requires less skills it does require greater numbers of workers. It 
also requires that they work alongside each other in a central location although it does not 
usually require them to communicate with each other to make the production process 
successful.
As has already been noted there have been, and continue to be, a wide range of 
interpretations of this particular development. Robertson and Walton (1979) observe
"Management was convinced that unrestricted immigration was necessary to the growth 
of American industry. Labour was equally certain that the influx of foreigners 
continually undermined the economic status of native workers."
(p330)
Whether the immigration was 'allowed' on the scale it was to provide the necessary 
unskilled work force and, further, whether this was part of a wider agenda to 'break' the 
power held by organised labour through the skills required in the traditional 'whole item' 
manufacturing system remain central issues and continue to be debated (Bowles and Gintis, 
1976, p i58, Morrison et al 1977, p384-5, Robertson 1979, p329)
The contemporary perception that the 'new' immigrant’ from central or southern 
Europe was unskilled, unable to speak English, preferred to live in the city, was prepared to 
work for less wages, had no tradition of labour solidarity was widely held during this period, 
(Morrison et al 1977, p383). That this was not merely a popular perception but also an official 
one as is clearly seen in the comments of 1904 from Frank Sargent, the Federal Commissioner 
of Immigration:
"The character of our immigration has now changed. During the last fifteen years we 
have been receiving a very undesirable class from southern and eastern Europe, which 
has taken the place of the Teutons and Celts.... instead of going to those sections where 
there is a sore need for farm labor, they congregate in the larger cities, mostly along the 
Atlantic seaboard, where they constitute a dangerous and unwholesome element of our 
population".
(quoted in Poulson 1981, pl67)
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Poulson, commenting on Sargent's statement notes this is indicative of the attachment 
of blame to the immigrant, and especially the 'new' immigrants, for the many problems of 
overcrowding and insanitary slum housing, crime etc. that were manifesting themselves as the 
cities grew. More recent studies (ie. Galloway and Kerder 1971, Williamson 1974 in Poulson 
1981, p i65) in this area have increasingly questioned the accuracy of these comments on 
settlement patterns. As with other aspects of the impact of immigration during this period the 
view expressed by Sargent of a preference for urban living has been more carefully examined 
and has been challenged. Nevertheless the contemporary perceptions that there was a direct 
link between the two was widely held ( ie Jenks and Lauck 1912 in Poulson 1981, p567). 
Throughout this chapter it is argued that 'perceptions' are an important element that needs to be 
considered when attempting to identify what forces were at work as changes took place. The 
impact of perceptions and the broader concept of Zeitgeist is returned to in the following pages 
where it is considered in greater detail.
Despite the differing interpretations that have been placed on the significance of factor 
'x' or 'y' there is a consensus that this was a very significant period in the economic 
development of the U.S.A. On key features there is agreement including the unprecedented 
scale of the immigration that took place, the growth of the numbers and size of large urban 
centres, the technological changes in the production of key materials and the goods made from 
them, the decline of the small privately owned firm and the rise of the massive corporate 
manufacturers, the changing patterns of employment and the increasing proportion of the total 
work force engaged in non-agricultural production. The resulting changes in the forms of 
production and the rise of the factory, the steady decline of the rural population and the relative 
value of agricultural goods to the economy, the advances in communication systems for both 
people, goods and information, and the ending of 'free land' have achieved a similar degree of 
agreement. 3 .
This section has focussed on the macro economic features of what was taking place in 
the U.S.A. in the late nineteenth and early twentieth century. However, useful as this can be, 
the limitations of this 'broad brush' view were also discussed in the earlier chapter on 
methodology. It is necessary to note that until 1920 over half the U.S. population lived in rural 
communities, citizens bom outside the U.S.A. remained at only 14 % of the total population 
(Robertson and Walton 1979, p329), thousands of small firms continued in business, many
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small communities continued a relative isolated existence and the impact of the above changes 
was subject to very significant regional variations.
Moreover, it also needs to be remembered that all macro economic pictures are made up 
of individual experiences and the experiences of the above will certainly have varied. However, 
it is indisputable that the lives of many Americans did change in terms of those basic aspects of 
life such as where they lived, who their neighbours were, what work they did, what they were 
able to buy in terms of food and clothes -and more. Further, whatever the scale of the impact 
on any one individual family's, town's or region's lifestyle it was no longer an isolated 
experience. Through the rapid technological developments in the print industry cheap and 
(through the improved communication links) current newspapers and magazines were easily 
available. As was noted above this had the effect of breaking down the relative isolation in 
which many communities had existed. In goods and markets this was important but no where 
was this more important than in the opening up of the 'ability to know' what was taking place 
in other parts of the state and the country with a degree of detail never before possible. As the 
printing technology continued to advance greater use of photographs was possible in 
newspapers and magazines adding a further dimension to the awareness of what was occurring 
beyond the part o f the world one lived in.
Morison et al (1977) in an overview of developments in the field of publishing in the 
I860 -1910 period identify certain features as being of importance. In the pre 1880 period they 
note that the daily newspaper was a phenomena almost entirely limited to the large cities which 
were then few in number. The New York dailies, the Tribune, Sun, Post and Times which 
dominated the scene reflected the liberal, moralistic views of their owners through their 
editorials (Morison et al p462). However, in this pre 1880 period Morison notes that
"More powerful than many daily newspapers were weekly jou rna ls  of
opinion..."
(emphasis added)
The still embryonic transport system made the weekly a better economic proposition for 
an audience beyond the immediate printing centres. The Nation,The Independent and Hamer's 
Weekly were leaders in this field and had a circulation across the country. Morison notes that 
Hamer's was one of the most popular and representative of this genre.
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"A family magazine, designed for entertainment rather than agitation, it was a force for
political decency..1'
(p463)
By 1880 however, Mori son et al conclude that significant changes can be identified. 
This point is noted here because of its relevance to the present agenda for, as will be clearly 
shown in Part 2 these changes were to play a very significant role in making education a major 
political issue during this period.
Reflecting the move to integration and concentration already seen in relation to to other 
industries large publishing 'chains' began to evolve. Linked to this, and supported by technical 
developments, was an increased use of syndicated material collected in different parts of the 
country and beyond. Also the actual size and style of individual publications reflected technical 
developments with banner headlines and bold type being used widely. There was a vast 
increase in the amount of advertisements carried which reflected the increased readership and 
also kept the actual prices low. This post 1880 period saw well known names like Hearst and 
Pulitzer establish their 'empires' and develop a style different from most of the established 
papers. Often referred to as 'popular journalism', or in a more derogatory tone as 'yellow 
press journalism', its style was far more sensational. It was also obviously successful as 
circulation figures reached unprecedented heights, particularly in the rapidly expanding cities 
where 'issues' such as slums, corruption and crime received extensive coverage. However, 
these increased circulations were not limited to the cities and the distribution facilities offered 
by the railway expansion was supported by the federal governments decision to offer low 
postal rates for newspapers and magazines and to deliver them free in rural areas (Morison et 
al, p463).
Just as the new newspapers adopted a different style of reporting so too did the new 
magazines that appeared during this period. Morison et al comment
"The eighties saw something of a revolution in magazines as well."
(op cit, p465)
and continue
"The magazine field had long been dominated by respectable family journals content
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with modest criticism and catering to middle class readers whose tastes were primarily 
literary. In 1886 came the Forum, designed- as its title announced- for discussion of 
controversial issues.... Then came a flood of weekly and monthly magazines devoted 
to agitation rather than entertainment ie Arena. Commoner. La Follette. "
(p 465)
As will be shown in Part 2 this ’discussion of controversial issues' was to develop into 
a harder agitation' function. When these new magazines took upon themselves to focus on 
education the role they played was a catalytic one.
It has been noted that even if individuals were not directly affected by the factors of 
industrialisation, urbanisation or the economic swings in agriculture the combination effects 
of these developments meant that almost no sections of society were unaffected. The 'new' 
factor was that the technological advances in producing and distributing the written word 
meant that more people than ever before could relate their own experiences and impressions of 
events to the wider developments taking place.
It is argued here that this greater awareness was a crucial factor in contributing to the 
perception that everything was changing and that society was indeed in 'a state of flux' 
(Kliebard 1995, p4). The degree of change in so many different aspects of everyday life over 
such a short period and the unprecedented level of awareness that this was happening makes 
the use of this and associated concepts, like 'a new society coming into being' (Button and 
Provenzo 1989, pl73 ) appropriate. Further, that this is not merely a retrospective analysis but 
was felt by those living during this period and that it is appropriate to use, albeit tentatively, the 
concept of Zeitgeist , or 'spirit of the age' here. 4 .
There have been recent developments in acknowledging the importance of 
understanding this less tangible element. As Tyack writes in the Foreword to Silver's 1983 
book, ideas need to be considered within their social and economic context. However, whereas 
a Marxist historian would claim this consciousness cerises from economic experience Tyack and 
Silver stress this relationship is a two way, interactive process and not a determining one. It is 
therefore not just the individual s own personal experiences but also his/her opinion with 
regard to the interpretation of the same. These might include the interpretation of the degree of 
control over what took place including personal or impersonal factors, to whom blame or credit 
is accorded (ie. the banks, immigrants, the Government, schools.).
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A consideration of perceptions does not provide an explanation but rather becomes 
another element in the multi-faceted approach to an understanding of past events that is adopted 
within this study.
From the consideration undertaken above, the hypothesis of a 'society in transition' is 
sustainable in relation to this period in American history. It is now necessary to narrow the 
focus to examine education within this society. It is unlikely that a such an important element as 
the education of future citizens would remain unaffected by these wider developments. The 
second part of this chapter therefore explores the developments in the field of education during 
this period. Can these changes be seen as contributing to, and/or reflecting the hypothesis of 'a 
society in transition'? To what extent did education contribute to, and/or reflect the perception 
that this was taking place? 5.
Part 2 
A Society in a State of Transition -the educational dimension.
The Project Method originated while many of the changes detailed in Part 1 were 
underway. This was an educational development and it is therefore necessary to examine in 
detail what was occurring within this sphere of society in relation to the wider developments 
just considered.
The dynamics of this interaction can be clearly illustrated from within the field of 
publishing. The expansion in the number of newspapers and journals and the accessibility to 
them in the last decade of the century was detailed in Part 1. In 1892 one of the newly 
established journals that was part of this process carried a series of articles relating to education 
in the U.S.A. As will be shown, this had a catalytic effect in bringing education to the fore of 
popular and political debate. Through the issues raised in these articles, and in the responses 
they provoked, the assumptions and values that lay implicit in the existing model came to be 
made explicit. Once in this form they became open to scrutiny. This scrutiny quickly developed 
into a consideration of whether the existing model was the most appropriate one to cope with or 
contribute to the many changes taking place within society. As Kliebard (1995) notes
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"With society in such a rapid state of flux, it should not be surprising that the
matter of what we teach our children in school should come under scrutiny"
(M)
The ’debate' that took place centred upon the crucial issue of the relationship of the 
school (and what took place there) to the needs of society and the needs of the individual. This 
issue dominated education during this period and, as will be shown, all the major 
developments that took place including those that were advocated but rejected can be interpreted 
as responses to this fundamental relationship. Individuals and groups held different views and 
took different positions and advanced alternatives as to how the schools should respond to the 
changes taking place.
Making the Implicit Explicit: what are schools for?
It was noted above how the early 1890s had seen a different style of magazine come to 
the fore. Morison actually refers to it as 'something of a revolution' (1977, p465). The 
dominance of the Harper's Magazine, "entertaining and informative" genre was challenged by 
the new arrivals in the market. The Forum was one of the earliest of these and as it announced 
on its frontispiece it was intended as an organ "for discussion o f controversial issues". The 
article that appeared in its pages in 1892 fulfilled its intentions and has since been accorded a 
significance (Cremin 1961, p5) that can hardly have been anticipated at the time.
Joseph Mayer Rice, a paediatrician who had also studied pedagogy and psychology at 
Leipzig and Jena (1888-1890) was commissioned by the Forum editor to undertake a survey 
and to write an appraisal of the public education system. This commission arose from an earlier 
educational article for the magazine in 1891 which had generated considerable interest. 
Between January and June of 1892 Rice's survey took him to 36 cities where he observed 
teaching, attended school board meetings and talked with superintendents, parents and with 
over 1200 teachers. He deliberately made little use of official reports having determined to 
collect his data from source. 6 .
The results of his survey were published as a series of 9 articles in Forum between 
October and June 1893. The impact made was both immediate and highly influential. Cremin 
(1961, p6) writes that "The response was electric" while Kliebard (1995, pl8) notes that 
"Those articles created an immediate sensation." Button and Provenzo (1989, p i94) conclude
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that /'The articles raised extraordinary controversy among educators and the general public" 
and Bowles and Gintis (1976, p36) note how "Rice could rock the educational establishment 
with his 'expose' of the schools."
Written in a rousing journalistic style, they make powerful reading today. What comes 
through is a school system in which children were expected to be docile recipients of a narrow 
diet of facts instilled in them by barely trained and poorly motivated teachers working in 
miserable conditions answerable to corrupt or disinterested politicians. What pervades his 
articles is the sense of oppression and sterility of the whole school experience. In 1893, in 
response to the interest generated they were collected and published in book form as The Public 
School System of the the United States.
This brief quote captures both the substance and style of what he reported.
"The unkindly spirit of the teacher is strikingly apparent; the pupils being completely 
subjugated to her will, are silent and motionless, the spiritual atmosphere of the 
classroom is damp and chilly"
(p!68)
However, he did identify certain schools, in Minneapolis, Indianapolis, La Porte and at 
Cook County where this was not the case and he commented positively on teachers 'bringing 
subjects together’ to ensure meaning for the child; of the development of creativity through 
painting and modelling and a concern with all aspects of the child's education not just the 
'basics'. Where he found these he identified the teacher and his/her understanding of the 
learning process and the way in which she/he actively involved the child in his/her learning as 
a key factor in making a difference. He used the term 'progressive' in his descriptions of the 
schools that were the exceptions to the overall negative report he presented.
Rice's methods of data collection have led to him being credited as a key figure in the 
development of the scientific study of education. They have also led to him, through his articles 
of 1982 being acknowledged as the first of the 'muckrakers' (Curti 1951 in Kliebard 1995, 
p!8) and that this was the beginning of the progressive education movement that was to figure 
so prominently over the next half century (Cremin 1961, p8). These are big, certainly 
contentious 'accolades' but are credible interpretations for Rice was not writing merely to 
inform but also with the intention of provoking action. As Cremin writes (1961)
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"The final article in the June Forum was a call to action. All citizens could 
have the life and warmth of the "progressive school" for their children. The way ahead 
was simple and clear: led by an aroused public the school system would have to 
"absolutely divorced from politics in every sense of the word; direct, thorough and 
scientific supervision would have to be introduced; and teachers would have to 
endeavour constantly to improve their professionalism and intellectual competence. 
"The general educational spirit of the country is progressive" Rice concluded; it 
remained only for the public in local communities throughout the nation to do their 
job."
(p6)
'Significance', as was explored in the Methodology Chapter is easy to claim but more 
difficult to substantiate. In the context of this study, and particularly within the hypothesis 
explored in Part 1 of a society perceiving itself in 'a state of flux' these articles are very 
important. What they did was to add education as key issue to the agenda. After this point it 
was not possible to explore any of the current issues of urbanisation, industrialisation, change 
in agriculture, immigration etc.without also considering in an explicit way the educational 
implications and the role to be played by the schools. What changed, and Rice's articles were 
catalytic in this respect, was the increased level o f awareness of what was taking place in some 
schools and how this differed from what was occurring in others. Once this information 
became available it was possible to ask which was 'better' or 'most successful' and 
increasingly which was 'most appropriate'. This inevitably led onto questions about what 
schools should be doing. What was the purpose of the school?
The ideas explored in Part t with regard to the breaking down of the isolation and 
insulation of communities across the country, are particularly pertinent here. The ability to 
evaluate aspects of one's own life and experience is dramatically increased if comparisons are 
possible and alternatives visible. The developments in the communications industry now made 
this possible as never before. What Parker was doing in Cook County school could be 
juxtaposed with one's local urban, suburban or village school through reading Rice's articles. 
Comparisons lead to questions.
As will now be explored the questions that were raised by Rice's survey and
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subsequent articles about the purpose of school in a democratic society were to dominate 
American education for the next two and half decades.
Although Rice is acknowledged as the foremost critic of education during this early 
1890s period others had touched upon it in varying degrees when they addressed wider 
political, economic and social issues. The book How The Other Half Lives by Jacob Riis was 
published in 1890 and was an immediate success.?. Riis was also a journalist and the style in 
which he wrote about the conditions in which immigrant families lived in the slums of New 
York was both vivid and descriptive and he also made extensive use of the recent developments 
in photography to illustrate what he wrote about.
Riis' publication is mentioned here for two reasons that are pertinent to the argument 
being forwarded. The first is to reinforce the point that the combined and interacting forces of 
immigration, urbanisation and industrialisation had created previously unexperienced situations 
for the U.S.A.. Further, that the parallel developments in communications meant that 
knowledge about the impact these developments were having was widely available. Riis' book 
and his subsequent illustrated lecture tours are one influential example of a movement which 
was to be given the name 'muckraking' as it explored and exposed life in the less affluent areas 
of American society. Like Rice's work discussed above, it was not merely descriptive but also 
a propagandist call for action.
The second reason why Riis' work is so important is because of the interpretation of 
the problems and of the consequences he foresaw if they weren't addressed. Riis argued 
powerfully that the squalid conditions in which many new Americans were being forced to live 
was a threat to the most cherished of America's values; democracy. His phrase
"A man cannot live like a pig and vote like a man"
was widely quoted in contemporary publications. While identifying political corruption, bad 
housing, insanitary conditions, exploitative wages as major issues requiring immediate 
attention his specific focus on the children bom in these conditions was particularly powerful. 
His proposed solution to ensuring that these children were empowered to do something about 
these conditions and to ensure they also developed an understanding of (and thus it was 
assumed a commitment to) democracy was education. There was nothing original in this 
proposal, since the 1840s Horace Mann had identified schools as the place where immigrants
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would receive the necessary education for citizenship that would maintain social stability. (The 
influence of Mann's ideas on the development of education in the United States is undisputed 
and is considered in more detail later below).
However, some fifty years after Mann's proposals Riis' exposes of the state of the 
schools in the inner cities led him to conclude that in their present state schools were 
failing. His descriptions of dimly lit, overcrowded classrooms in which poor teachers 
conducted rote learning sessions from an inappropriate curriculum using physical punishment 
as the key motivator were to be echoed by Rice's survey two years later. Riis was able to 
provide devastating figures about lack of attendance and early 'drop out' rates among the 
pupils. He argued that the first step must be to improve the physical conditions and he became 
a leading advocate of the need to build school playgrounds which would double as 'people's 
parks' during the daytime. He argued that it was necessary to create conditions where children 
wanted to come to school. Only then could the school begin to undertake the tasks which he 
identified as so necessary for the inculcation of 'American values' (Button and Provenzo 
1989, pl93).
The conclusion that Riis arrived at was that unless society concerned itself with the 
problems of large sections of its population this would lead to social instability. It made a major 
impact and his interpretation is found repeated in the articles that filled the editorials and feature 
pages of the new popular newspapers and journals as they reported on the contemporary scene. 
During the period under consideration here these included reports of the pitched battles 
between the workers and Pinkerton detectives at the Carnegie company's Homestead works 
during the strike of 1892, the violence and use of troops in the Pullman strike of 1894, the 
continued unrest in the coal field culminating in the 1902 strikes in Pennsylvania and Colorado 
in the first years of the twentieth century were all widely reported through the new cheap and 
widely accessible newspapers. The increased use of photographs, including those of armed 
troops and wounded workers, added another powerful dimension to the reader's perceptions of 
these events. Riis’ predictions were seemingly supported by such events and, not surprisingly, 
his ideas for the prevention of 'social unrest' also acquired enhanced credibility.
Riis and Rice and their writings had contributed to the perception of 'a society in 
transition'. What they had also done was to cast serious doubts on the mechanisms that society 
had established to ensure its values and stability were maintained were actually working. They 
clearly showed that in those areas (newly arrived, non English speaking areas of the large
L.Smart Page 125
cities) where there was the greatest need for the schools to fulfil its traditional role this was not 
happening.
Cremin, in his highly influential work on progressive education. The Transformation of 
the School (1961) argues that the call for change in education was, in effect, an aspect of 
progressivism within the widest social, political and economic context. He observes that
"Actually, progressive education began as part of a vast humanitarian effort to apply the 
promise of American life- the ideal of government by, of, and for the people- to the 
puzzling new urban- industrial civilisation that came into being in the latter half of the 
nineteenth century. The word progressive provides the clue to what it really was: the 
educational phase of American progressivism writ large. In effect, progressive 
education began as progressivism in education: a many sided effort to use the schools to 
improve the lives of individuals." 8.
(pviii)
While the writings of Riis and Rice and the new journals of the early 1890s were 
instrumental in making education an 'issue' in the wider political context the profession itself 
had also been engaged in a process of reexamination. It would be an error to view education as 
merely responding to external pressures during this period. In the Methodology Chapter it was 
argued that education does not simply respond to other factors but also often affects how these 
'other factors' develop and it is this dynamic that is central to the consideration undertaken 
here.
The post revisionist writers on this period (ie Kliebard 1995), Button and Provenzo, 
1989) have emphasised the pluralistic nature of the groupings, pressure groups and individuals 
and the changing positions and alliances during this period.
Education in the 1890s
The danger when one attempts to focus attention on a 'defined' period or when one 
begins an examination from a particular date is that it implies that the chosen starting date is 
particularly significant in its own right. This is rarely so and is usually acknowledged by the 
writer as he/she attempts to detail the 'events leading up to' his/her starting point as a means of 
understanding what follows. 'Turning points' in history are few and far between and are never
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uncontroversial or universally accepted. At the same time it is necessary to 'start somewhere' 
and for the historian to then provide a reasoned explanation of the choice made while also 
acknowledging the difficulties so presented. This is the approach adopted here.
The first use of the term Project Method in an educational context has been established 
as being in 1908. It did not 'just arrive' on the educational scene but was developed in 
response to a range of factors. The following therefore attempts to identify what developments 
were underway within education; what philosophies or approaches were favoured by those 
holding influential positions, what developments took place in pedagogy, in learning theory, 
and what institutional and legislative changes took place. However, even when these have been 
established it will still not be possible to say that 'because of x, y occurred'.^. The 
developments in education during this period are far more complicated than that. However, by 
identifying from the available sources the forces that were at work it is possible to identify 
which combination(s) may be significant in furthering the understanding being sought. In the 
Methodology Chapter the developments in the nature of history and its impact on history of 
education were discussed. As this next section is embarked upon it is pertinent to reiterate one 
aspect of that consideration here for it informs the approach adopted. It was noted how Silver 
in the Introduction to his book, Education as History (1983) discussed the difficulties inherent 
in any historical study of education and he stated that
"The history of education is in fact multiple histories, because education itself is no 
simple and homogeneous concept or category, and because its history can be explored 
in relation to almost endless variables."
(p4)
Acknowledging that this must involve " selection, emphasis and interpretation" he suggests a 
framework that allows for these variations yet also allows different studies of similar periods 
(or issues) to inform each other and the student of them. His hypothesis is that events and 
developments within the history of education can be considered as either being for  something 
or against something (1983,p 4-6). While acknowledging the dangers of oversimplification I 
believe that this offers a useful framework. However, as will be clearly seen, agreement 
between individuals and groups on what is 'not right' (what they were against) with the 
existing situation did not imply agreement on what needed to be done to correct it (what they
L.Smart Page 127
were for). The latter proposals were informed by the position held in relation to the purpose of 
education, of epistemology and of how learning occurred. It is therefore informative to identify 
who was expressing dissatisfaction with the existing system in the early 1890s and the reasons 
for this. By then juxtaposing those who sought to defend the existing situation it is possible to 
begin to understand the complex developments and subsequent groupings that emerged during 
these years and which informed the direction education in the U.S.A. moved.
The Assumptions and Values that Informed the Existing System.
Horace Mann is universally credited with being the leading individual influence on the 
development of the public school system in the U.S.A.(Cremin 1961, pl2-14). His ideal of 
the local public school acting as the guardian and transmitter of the Republic's essential moral 
and political values, inducting the young and newly arrived into these had informed the 
development of public education across the Union. Within a decade of the end of the Civil War 
those states which did not have free public schools based within the local community were in a 
small minority (op cit, pl3). For the purposes of this paper it is worth noting that Mann had 
pioneered his ideas as Secretary of the Massachusetts Board of Education before taking on 
national office. Massachusetts' reputation as a 'leader' in the field of education was established 
during this period.
" Under Mann's aggressive leadership Massachusetts in many ways taught the nation
the ideals of universal education."
(op cit,p!2)
Whether this pioneering legacy affected the early development of Project Method will form part 
of the consideration undertaken in the following two chapters.
Mann's successor, although not the immediate one, as United States Commissioner of 
Education was William Torrey Harris (1889-1906). Harris is an important and significant 
figure and is credited (op cit, p i5) as the person who ensured Mann's earlier innovations were 
consolidated at the national level. He was, however, also the person 'in charge' when this 
system was challenged on the grounds of no longer being appropriate to the changes taking 
place in U.S. society at the end of the nineteenth century. Cremin's description to him as "a 
figure between two eras" (1961, pl6) captures this position aptly.
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Harris' own writings show him sharing Mann's fundamental beliefs as to the role and 
purpose of the school and its relationship to society.
"The spirit of American institutions is to be looked for in the public schools to a greater 
degree than anywhere else. If the rising generation does not grow up with democratic 
principles, the fault will lie in the system of popular education."
(Harris 1871, in Cremin 1961, pl6)
This placed a tremendous responsibility on the school as an institution and it is 
significant that Harris viewed himself as a Hegelian, readily admitting the influence of this 
philosopher on his own thinking. The importance he attached to creating a system to which all 
children attended school reflects this philosophy's belief that it is through institutions that 
man's full potential is realised.
Education, through school, was therefore an induction process. The fact that the 
population was growing and changing in composition and that more people were living in 
urban situations did not lead him to modify this fundamental purpose. If anything, Harris 
argued that it made it more necessary for the schools to fulfil this function. He saw his role as 
attending to the details of grades, exams, buildings, salaries etc to ensure this function could be 
efficiently achieved. He is generally acknowledged to have been an excellent administrator, 
the consolidator (Cremin 1961, pl5) of the ideals of the earlier period.
Harris, despite his concern with structures and organisations was very aware that these 
were 'means to ends' and that what the children were actually taught in schools was central to 
the realisation of his aims. He held strong views on what was the most appropriate curriculum 
for each stage of the schooling process and had no doubts about the central and fundamental 
importance of what was included within this.
"The question of the course of study is the most important question which the 
educator has before him."
(Harris 1880, pl74 in Cremin 1961, pl8)
The curriculum was therefore of the greatest importance and it is to this aspect of the 
educational equation that attention must now be turned. The curriculum is where philosophical
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and epistemology beliefs about the purpose of education and what counts as knowledge come 
together and manifest themselves in the experience the child is given at school. Any challenge 
to the curriculum offered must therefore question the underlying philosophical and 
epistemological positions from which it was created. Harris came to be perceived as the 
representative of the existing model that was to be increasingly challenged as inappropriate to 
the needs of both the individual and society. 10 .
For Harris the curriculum that best served the needs of the society and the individual 
was the one that had done so over the last half century. This curriculum is known as classical 
humanism.
The Classical Humanist Curriculum
A brief consideration is undertaken of this here. Once detailed, it is possible to examine 
the criticisms that were levelled at with regard to relevance and appropriateness by such a broad 
and diverse range of individuals and sections of society.
It was noted that Harris saw education as an induction process to all that was best in 
society. For Harris this 'cultural heritage' could be clearly traced to the classical civilisations of 
Greek and Rome and the study of these was central to his curriculum model. These were 
complemented by the studies of mathematics and languages with Latin to the fore. For the 
elementary school Harris' 'five windows of the soul' ; mathematics, geography, literature and 
art, grammar, and history formed the basis of this induction and laid the foundations for the 
secondary stage (Cremin 1961, p!6).
He believed that the transmission of society's cultural heritage was central to the 
development of citizens committed to, and able to play their role in, a democratic society. The 
epistemology that informed this was clearly a rationalist one (Kelly 1986, p67) with a body of 
knowledge that was once removed from the learner but which was then passed on to him/her 
by those who had already acquired this knowledge by being previously inducted themselves. 
Pedagogical considerations concerned effectiveness in what is fundamentally a transmission 
model. It is also a conservative model with the emphasis on the maintenance of the status quo. 
For Harris the changes underway in U.S. merely strengthened, rather than weakened, the case 
for the classical humanist model as a means of ensuring stability during this time. The need for 
the school to fulfil its function of ensuring the fundamental beliefs and values of that society 
were transmitted to an increasingly diverse pupil body was even more necessary. Kliebard
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(1995) concludes that
"Harris, in a sense, was almost the last great spokesperson for a humanistic 
curriculum."
(p31)
However, it was not just the actual knowledge of Greece and Rome, of their languages 
and achievements in art, mathematics and literature that contributed to the development of each 
individual’s understanding and commitment to his own society. As with all curriculum models 
there were assumptions made as to how learning takes place .
The existing classical humanist model that had informed the development of the 
educational system was very closely linked to the theory of learning that is usually referred to 
as as 'mental discipline' (Kliebard 1995, p5). Although with a long history that can be traced 
back through the Renaissance educators to Plato an awareness of its position in this late 
nineteenth century period is necessary to understand the challenges that arose and the changes 
that resulted. Fundamentally, it was based on the belief that the mind consists of several 
faculties ie. reason, memory, imagination and will which needed to be used frequently if they 
were to remain active. The challenge for the educator was to ensure that this 'exercising' took 
place and, to achieve this, different subject areas were linked with certain faculties and deemed 
the most appropriate at providing the necessary exercise and development. As Turbayne (1962 
in Kliebard 1995, p5) has shown 'the mind as muscle' had been the basis of learning theory 
for all trainee teachers in the U.S.A. throughout the nineteenth century. This theory of learning 
helps to explain why ' constant drill and exercise' was found to be the approach adopted in 
classrooms across the country when Riis and Rice undertook their surveys. 11 .
What this theoretical basis had provided was arationale when questions were asked of 
contemporary practice found in the classrooms. The development of phrenology in the 
nineteenth century provided further support for this mental discipline model in linking it with 
science and the science of psychology. Cremin notes that the key figure of Horace Mann 
readily admitted to being persuaded by this scientific approach to organising the learning 
situation and of its curriculum implications (Cremin 1961, p i2).
Of all the faculties of the mind the one accorded the greatest importance and status was 
reason. At the heart of the justification presented for the classical humanist curriculum model
L.Smart Page 131
was that it took man to the highest plane of his being; that is in exercising his reason (Kliebard 
1995, p6). The development of the learner’s ability to reason was presented as the ultimate 
justification for basing education of the classical model. Whereas Plato had argued that this was 
necessary for the ruling elite it had been adapted to the American experience: in a democracy, 
with each man involved in the governing process, it was believed that all needed to be taken to 
this highest level. Its use, however, was not confined to the political dimension of life. It was 
argued that through developing these higher level and transferable thinking skills each 
individual was provided with the best preparation for the demands of everyday life. This 
wf/Z/tamzz justification was increasingly important when this curriculum model was challenged 
on the grounds of 'appropriateness' and 'relevance' or 'usefulness' to everyday needs. The 
belief in the ability of the mind to 'transfer' the thinking skills developed earlier in the 
educative process to new situations, particularly in adulthood, was fundamental to this model.
From this rationale, ' the one curriculum for all' model had informed the development 
of schooling across the nation. Whether one was a farmer, a city dweller, particularly able or 
not, from an old established family or from a newly arrived one and whether one aspired to 
become president or to work in the local mines or steel mills this was considered the most 
appropriate curriculum. From the starting premises considered above it could not be otherwise. 
A common curriculum for all, intended to develop all the faculties of the mind (and particularly 
that of reason) heavily based on the classics had, it was argued, served the nation well to date 
and was the best model to see it through the changes that were clearly underway.
However, the consensus that Mann had established and Harris had inherited and built 
upon was breaking down as urbanisation, industrialisation and immigration dramatically 
changed the society it had been conceived in. As will be shown this collapse of a consensus 
and the successful challenges mounted against its central tenets created a fluid and 
experimental period in American education that saw a wide range of innovations tried.
This classical humanist model informed the development of the school and college 
system in nineteenth century America. Its philosophy was based on an identifiable conception 
as to the purpose of school education, its epistemology was clearly rationalist and linked to a 
study of the classics while its pedagogy was informed, albeit often crudely, by the psychology 
of phrenology.
Earlier in this chapter Silver's hypothesis (1983) that when 'change' is called for it is 
either against something or for  something although there is very often a dynamic operating
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between the two forces. As the attempt is made to understand why the domination of this 
classical humanist model was challenged and eventually overturned, Silver's idea is useful.
The Challenge to Classical Humanism
The challenge to this classical humanist model came from several directions and 
focused on its underlying values and assumptions and its ability to actually deliver what it set 
out to do through the methods it adopted. As will be shown, the criticisms of this model 
changed in emphasis, at times focussing on the theory of learning that informed it, at others of 
the underlying assumption as to the purpose of school education and at others as to what 
counted as knowledge. In effect, these were very closely interwoven and this is now explored.
It is possible to identify two key elements with regard to the mounting dissatisfaction 
which built up. These are appropriateness and effectiveness.
As will be shown the classical humanist curriculum proved unable to withstand this 
twin attack. As alternatives came to be proposed all had to address the appropriateness and 
effectiveness criteria, not surprisingly claiming that what they proposed met both best. These 
two elements are therefore worthy of further examination before proceeding.
Appropriateness
"What was the purpose of education?"
"What knowledge had most worth- and who should decide?" were questions 
that arose more frequently once the writings of Rice, Riis and others brought what was 
happening in schools into the public domain. Although they had primarily been interested in 
reporting on the 'how and what' of what was taking place in the classrooms visited it is very 
difficult to discuss these further without relating them to these broader questions. Further, 
there are always epistemological implications that either inform or arise from  this understanding 
as to purpose and this was certainly the case during this period and these are considered below.
The concern that a curriculum based studies of English grammar. Classical Greece and 
Rome and abstract mathematics was not the most appropriate curriculum for many children 
became more widespread in the 1890s (Cremin in Dropkin et al, p!97; Button and 
Provenzo,1989, p!94; Kliebard 1995, plO). As the century drew to a close it was now heard 
from rural and urban representatives, labour and management, professional educators and lay 
persons and is indicative of the perceived scope of this failing (Kliebard, p i 1).
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The step from voicing dissatisfaction with what was taking place to proposing what 
should be taking place was a small one. Once taken, key questions as to what are schools for, 
what is the purpose of education, what knowledge is most important and who should decide 
these and related matters became unavoidable. However, agreement that something was wrong 
soon disappeared as these questions brought forth alternative proposals. On one phrase there 
was agreement however, and this was that schooling should provide education for life. It is 
difficult to imagine any system of education (including its structure, curriculum etc.) that would 
not claim that it is educating its children 'for life'. However, the understanding of what is 
meant by this phrase and the best means of achieving it had not been brought into such sharp 
focus as it was during these decades either side of 1900. Proposed solutions have always 
varied and the period under consideration here was, as will be shown,a time of particularly 
sharp divisions.
The classical humanists, with Harris and Charles Elliot (see below) to the fore 
continued to claim that the existing curriculum model was the best 'preparation for life'. They 
held to the rationale discussed above, claiming that this provided the best 'preparation for life' 
for both the individual and for the benefit of society. Therefore all children should experience 
the same curriculum.
However, this was not a utilitarian preparation for life. There was little or no learning 
of knowledge or skills that were likely to be of immediate application or used immediately ie. 
of how to harvest com or shoe a horse or handle tools related to other specific occupations. 
While the humanist curriculum might be considered appropriate on a higher political and moral 
level the question as to whether it was relevant to what most children would do when they left 
the classroom each day and eventually left school for employment was increasingly asked.
The demand that education should be more appropriate, more relevant to the more 
immediate and less ephemeral needs of the children grew throughout the 1890s. Alongside 
this focus on the more immediate needs of the individual there was, as will be shown, an 
increasing demand that the needs of society be viewed in a similar more immediate and 
practical manner too. This focus was related directly to the needs of the economy, particularly 
to enable the U.S.A. to compete economically and competitively in the world market place.
This was also 'preparation for life' but was a more utilitarian and immediate interpretation that 
that of Harris and the traditionalists. Both viewpoints were at one in seeing education as the 
means of ensuring its objectives.
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As has been noted, many of the concerns about the present system were aired in the 
popular newspapers and popular journals of the 1890 period. As it became ' an issue' it could 
not be ignored by professional educators and the 'big' questions about the purpose of 
education and the role of the school were increasingly debated within the professional 
organisations.
In 1893 a report was published by the National Education Association with the official, 
and somewhat innocuous title of Report of the Committee on Secondary School Studies. Like 
so many official education reports this one also acquired a 'colloquial title' and this was the 
'Committee of Ten Report' by which it is almost universally known as (Kliebard 1995, p8). 
The personnel of the Committee, containing as it did the leading educationalist and President of 
Harvard University (Elliot), the U.S. Federal Commissioner for Education (Harris) alongside 
four other College/university presidents, three secondary school principles and a college 
professor, all members of the National Education Association made an impressive line up.
The significance of this report is now widely acknowledged by curriculum historians of 
this period (ie Dropkin et al, 1975, p i20, Perkinson 1976, p i52, Kliebard 1995, plO). 
Although specifically concerned with attempting to establish common college entrance 
requirements it found that this necessarily involved debating what should be included in the 
curriculum. As has been discussed the curriculum is the manifestation of more fundamental 
issues relating to the purpose of education, the nature of knowledge and unavoidably the role 
of the school .This is the reason why, coming in this period, this document has assumed such 
signiflcance.The formal nature of committee proceedings meant that these fundamental issues 
had to be tackled in an explicit manner rather than being left implicit. The particular concern 
with entrance requirements took the debate into whether all children need, or should have, the 
same education. Published in 1893 (the same year Rice's articles of the previous two were 
published in book form) this was in effect 'The Profession's' opportunity to state its current 
position on these issues.
Charles Elliot, the Chairman, had an established national reputation and was a 
respected and influential figure throughout higher and school education (Kliebard 1995, p9). 
The presence of William T. Harris, the U.S. Commissioner for Education as a member of 'the 
ten' added to 'weight' of the Report once published and he used his office to ensure it was 
widely disseminated with over 30,000 copies being distributed, free of charge, from his office 
(Perkinson 1987, pl60).
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In terms of its formal aims of rationalising and standardising entrance requirements for 
colleges and universities the Report was a great success (Cremin 1955, p297). However, it is 
the rationale given for its various recommendations that make this report of great significance to 
the development being studied here.
As Cremin (1955) succinctly notes
"..the Report of the Committee of Ten, a statement which summed up with impressive
coherence the best of the generation which had preceded it".
(emphasis added) (p295)
The report restated a commitment to the ’mental discipline' model whereby different 
curriculum areas contributed to the training of the different elements which constituted the mind 
with reason being the most important. The Report did make an important modification to the 
traditional classical humanist model in recommending that this training of the mind and 
particularly the powers of reason could be achieved through a wider range of curriculum areas 
than those of the narrow classical humanist model. The inclusion of science reflected its 
increasing status and influence and also Elliot's own commitment to this subject area (Kliebard 
1995, p 10).
However, the Report clearly restated the rationale for the present system. It was to 
educate all children 'for life'. It was, at the same time, to prepare that small percentage of 
children who went on to college for this next stage of their education. However this was not to 
be done by offering a different curriculum or educational experience but through a common 
one. Initially, this might appear contradictory but the Committee certainly did not see it as such. 
The key element that enables these potential contradictions to be harmonised is 'equality of 
opportunity'.
"The essence of freedom is equality of opportunities, and the opportunity of
education should be counted the most precious of all."
Committee of T en Report ( 1893, p4)
It was believed that only by ensuring that each child had the same curriculum could the 
opportunity of proceeding to higher education be offered.
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"..every subject which is taught at all in secondary school should be taught in the same 
way and to the same extent to every pupil so long as he pursues it, no matter 
what the probable destination of the pupil may be, or at what point his 
education is to cease."
(emphasis added) (op cit, p52)
In support of this the Report lists the questions that formed part of its information collection 
process including
"Should the subject be treated differently for pupils who are going to college, for those 
who are going to scientific school, and for those who, presumably, are going to 
neither?"
The Report states that the response
"..is answered unanimously in the negative by the conferences".
(op cit, p55)
The preparation for college of the few was clearly not seen as contradictory with the 
preparation Tor life' of all. As Cremin notes (1955, p297) the belief that "to strengthen the 
mind was the best possible preparation for life" is the central unifying belief in this common 
'education for all' philosophy.
Education at school was thus identified as vital for all children for it was here that the 
necessary powers of the mind, and especially reason were developed. All future citizens in a 
democracy required these therefore all children needed the same education that led to these 
being developed. Further, the American spirit of 'opportunity open to all' meant that a 
differentiated curriculum would have been contrary to this and would not have offered the 
'equality of opportunity' it prided itself on.
This reassertion of the principles of the existing system in which an education available 
for all was welded to the wider notion of meritocracy as the means by which this equality of
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opportunity manifested itself. The Committee of Ten clearly felt that they had addressed the 
issue of the needs of the individual and the needs of society. The individual would be offered 
every opportunity to profit from his/her education as far as his/her abilities would allow. In the 
pursuit of these he/she would have developed his/her powers of observation, memory, 
expression and especially reason that would hold him/her in good stead whatever he/she then 
did beyond school. At the same time society benefited from having the most able of its children 
'come through' the system to ensure they could take on those necessary leadership roles. The 
common educational experience for all also ensured that each individual achieved as much as 
he/she was able, thereby ensuring they made a full contribution to the society. The knowledge 
that they had had the same opportunities as everyone else would also lead to a more 
harmonious society accepting that those who led, in whatever field (ie politics, industry) were 
doing so on merit.
As Cremin (1955), notes,
"The Report itself is a model of clarity and, in spite of criticism to the contrary 
since its publication, entirely self consistent."
(emphasis added) (p297)
The model it proposed was, indeed consistent with the philosophical, epistemological and 
learning theory informing and arising from each of these elements.
The problem was that by 1893 neither of the latter two were as universally accepted as 
they once were. The confidence in this model's appropriateness to the changing demands of 
U.S. society was to continue to decline over the next decade. The developments in learning 
theory were to play an important role in this process.
Developing Theories of Learning
As has already been noted the theory of learning that underpinned the classical humanist 
model was that of 'mental discipline' based upon the notion of the mind as consisting of 
different faculties that needed exercise to develop. Through this exercising process these 
faculties, memory, observation and especially reason were taken to such a stage that they 
could be called upon at any time in the future to handle the situations that would be encountered 
there. The concept of 'transferability' was central to the rationale for this model. The
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'usefulness' factor claimed was not an immediate, or even a specific one but rather a delayed 
and non specific general one. Doubts came to be increasingly cast as to whether this actually 
took place.
The development of a new approach to psychology and particularly the work of 
William James and his student Edward Thorndike was to claim not. James was the key figure 
in moving psychology from a rational to a scientific discipline with observation and the 
collection of data at its core (Cremin 1961, pl08). James' Principles of Psychology was 
published in 1890 and, calling upon his experiments, reported that he could find no correlation 
between the time spent on memory training and the improvement of memory (Kliebard 1995, 
p91). This called into question the central tenet of the mental discipline theory of learning that 
was at the heart of the existing curriculum. His initial studies were followed up by others 
investigating this issue of transferability (ie. Rice on memory related to spelling in 1895) with 
similar negative conclusions. However, it was the work of Edward Thorndike that was to 
prove the most devastating in challenging this central feature of the mental discipline theory. 
The conclusions of his experiments from the late 1890s and through to the 1920s were that 
that 'mind' itself was not a separate entity but rather made up of a myriad of different 
'connections'. Which connections were made and therefore resulted in action were affected by 
previous successes or failures, rewards or punishment. These, he found to be the most 
significant factors affecting behaviour. Although his experiments were conducted with animals 
the idea of 'stimulus and response' was firmly established in relation to learning. This was the 
basis of his Law of Effect which was to come to dominate the understanding of how learning 
took place over the next two decades. In this, specific responses are linked to specific stimuli 
within the whole learning experience, the physical as well as the mental processes. Desirable 
outcomes in learning, he concluded, could be 'stamped in' (his phrase) by appropriate use of 
S-R. (Cremin 1961, p i 12)
In 1901 his work with Woodworth reported that despite prolonged practice on certain 
mathematical skills (ie. estimation of area of shapes) there was no significant transfer of this 
skill to new situations (Cremin 1961, p i 13, Kliebard 1995, p93). They actually concluded that 
"it may injure it". The credibility of these findings was enhanced by the use of the 'scientific 
method' he employed; that is conclusions arrived at by observation and quantified results.
A further challenge to the classical humanist model's basis of how learning occurred 
was also being mounted from a different quarter. This was what became known as the 'Child
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Study Movement' which was inextricably linked with the name of G.Stanley Hall.
Hall's criticism of the mental discipline model was also based on the use of 'scientific 
method' but concentrated on the observational rather than the experimental dimension. His 
work led him to conclude that all intended learning, if it was to be successful, had to start from 
'where the child was', as established by careful, systematic observation'. His claim that to start 
anywhere else would be 'unnatural', that is 'as being against nature' reflects the influence of 
Darwin (Kliebard 1995, p43).
The implications of such a developmental position ensured Hall was a foremost critic 
of the Committee of T en Report. He argued that there were three fundamental fallacies: the 
common curriculum for each child when there were clearly very different starting points for 
individual children; that all subjects were of equal value reduced the content taught to a 
peripheral position whereas for each learner it was the really significant part in relation to 
his/her experience to date; and finally the idea of preparation for college being the same as 
'preparation for life' was, he claimed, simply 'college self interest dressed up' (Hall 1895, in 
Kliebard 1995, pl2).
The classical humanist model was therefore being challenged on the grounds of the 
effectiveness of its pedagogy from two quite different perspectives. That both Hall and 
Thorndike's criticisms could claim to be be scientifically based enhanced what they said in this 
period when science and its methodology had such high status.
Whether these debates surrounding learning theory and pedagogical effectiveness 
would have made as great an impact as they did if they had not been linked with other 
contemporary developments must remain open to speculation. It is probable that the scale and 
speed of the impact on practice was greater than it might otherwise have been because of the 
way these developments became linked with the broader questions being asked about 
education. Particularly, 'what counted as knowledge' and 'which knowledge was of greater 
value’? It was on these wider, more fundamental epistemological grounds that the classical 
humanist model of education was also being seriously questioned. Neither development existed 
in isolation from each other and together they contributed to undermining the commitment to 
the existing model expressed by the high profile Committee of Ten's Report.
It was the challenge made to this epistemological base of the traditional curriculum that 
proved most telling because it came from within and beyond the realm of education.
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In Conclusion
This chapter has explored the hypothesis that the changes in so many aspects of life in 
the decades either side of 1900 justify the phrase 'a society in transition' or 'a society in flux' 
and concluded that such a description is sustainable. It has also established that education was, 
at the same time, undergoing significant change. The previously dominant model was being 
challenged on epistemological and pedagogical effectiveness grounds. It has also been shown 
that education was not merely reflecting the 'transitionary' nature of the society it was part of 
but rather that the uncertainty that developed within education contributed to this broader 
situation. Bailyn's (1960, p21) conclusion that
"..education not only reflects and adjusts to society; once formed, it turns back
upon it and acts upon it"
is pertinent here. The fact that it is taken from a book with the title Education and the Forming 
of American Society is worthy of note.
It has been noted that 'education for life' was a widely used phrase during this period. 
Harris and Elliot claimed it for the existing model while its detractors claimed this was what it 
singularly failed to do. As will be shown in the following chapter, this phrase meant different 
things to different people and different groups. Was 'life' what the pupils went home to at the 
end of the school day? Was it what occupation they were likely to follow after leaving school? 
Was it living as an active citizen in a democracy? The search for systems, structures, 
curriculum and pedagogic approaches that reflected the interpretation put on the phrase 
'education for life' continued apace during the 1890-1920 period. Each sought to address the 
changing needs and demands of society and of the individuals within it. Each also had to take 
note of developments in other areas, not least the developing understanding of how learning 
took place.
Having considered this broad view of U.S. society during this period and identified the 
developments underway it is now possible to focus more specifically on education. The Project 
Method came into existence within one particular sphere of education and the following chapter 
examines this in detail in the ongoing attempt to address the 'why ' question identified earlier. 
This sphere was to become known as vocational education. Its rise to prominence proved to be 
one of the most fundamental changes that had taken place in the U.S. education system. The
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next chapter therefore consists of a detailed examination of this development in relation to the 
aims of this study.
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End notes
1 Such a statement immediately takes one back to the methodology of historical enquiry for it is clearly 
impossible to include every factor and the historian has to present the ones he/she considers significant and to 
justify the significance accorded to these.
2 . It is necessary at this stage to acknowledge that the sources used to explore the issues of urbanisation, 
industrialisation, immigration etc. are secondary' ones. There are many dissertations and monographs on each of 
the above in their own right and it is not possible, nor is it necessary for the present purposes, to go back to 
primary' sources. In the previous chapter and in a subsequent on (Chapter 5) it was absolutely vital to do so 
because of the focus of the examination undertaken. What I have attempted to ensure in this section is that 
credible and reliable secondary' sources have been used and further, that where there are alternative interpretations 
( ie. where new immigrants settled) to the mainstream one I was aware of these. It is believed that this is a 
valid way of exploring whether the 'society in transition' hypothesis is sustainable.
3 . In 1860 these proportions were 2:5 . By 1890 these had been reversed with the trend continuing through to 
1920 when the ratio was 4:1. The census returns show that the value of manufactured goods surpassed that of 
agricultural ones in 1890 and was double the value by 1900 (Robertson and Walton 1979, p297).
4. The popular 'perception' of the 1960s as an optimistic, innovative period is one of the more recent 
examples of this development. The 'blitz spirit' with 'everyone pulling together' during the 1939-1945 period is 
another popular perception. More recently, in the 1995-97 period British politicians were concerned about the 
absence of 'a feelgood factor' which suggests that, although intangible, this 'perception' is influential. The fact 
that evidence could be assembled to both support and contest any of the above examples and to show that there 
were numerous exceptions to the popular perception is unlikely to affect the overall feeling.
5. As was discussed in the Methodology Chapter the dangers of assuming causal links simply because certain 
events occurred alongside each other needs to be guarded against and this informs the treatment undertaken here.
6 . In many ways this was an early 'school effectiveness research project ' for alongside the many criticisms 
made Rice acknowledged 'good practice' where he found it and also sought to identify which factors made the 
difference. The approach he used here and in his later surveys and research and the thoroughness with which he 
recorded his findings has led him to be credited with being one of the founders of the 'science of education' in the 
U.S.A. Button and Provenzo (1989, p236) place him alongside Stanley Hall and Edward Thorndike in this 
context. Kliebard refers to him as the "acknowledged father of comparative methodology in educational research" 
(1995, pl9).
7 . The future president Theodore Roosevelt later acknowledged the impact this book had made upon his own 
thinking (Morison 1977, p506)
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8 . In terms of American history of education the two decades either side of the turn of the century have proved 
to be the most controversial of all. While there is a broad consensus that the concept of progressive education 
arose during this period the hypotheses and interpretations as to why this should have happened are many. The 
motives behind those seeking change, once lauded have since been challenged on a continuum ranging from 
gullible and naive (ie. Bowles and Gintis 1976) to conspiratorial self interest.(ie Katz 1975). The degree to 
which change did, or did not, take place during the period and the way it manifested itself in actual practice also 
continues to be debated. The dominance of different interpretations since the 1920s is worthy of study in its own 
right but is particularly interesting in relation to the changing conceptualisation as to the Nature of History as 
discussed in the first chapter. The steady advance of liberal democracy or the Whig (or often known as 
'celebratory history' in the U.S.A.) interpretation (ie, Cubberley 1934) being challenged as superficial once 
economic and social factors were given due importance. This gave rise to the revisionist interpretation (ie. Katz 
1975, Bowles and Gintis 1976) of the 1970s. By the 1980s a post revisionist interpretation begins to become 
apparent (ie Button and Provenzo 1983, Kliebard 1st ed 1986) which, while acknowledging the importance of 
the revisionist perspective, argues that it is not an 'either- or' interpretation that is most illuminating. 'Either-or' 
in terms of good/bad intentions or absolute/nil progress or impersonal economic forces/ influential individuals 
or groups but rather a concern to widen the factors, and the interaction between these, that are taken into 
account when seeking a greater understanding of what took place.
9 .  While it is often possible to identify that factor x was present at the same time as factor y and that z occurred 
during the same period there were invariably a multitude of other factors that may have also impacted on events 
that took place.
1 0 . Of the post revisionist educational historians in the U.S.A. Kliebard is to the fore as one who has 
contributed to establishing how central the curriculum was during this period. The title of his book The 
Struggle for the American Curriculum (1986, 1995) reflects this.
11. It would however be a mistake to accept that this psychological understanding of the learning process 
informed all such practice. Class sizes of 60 plus and a very poorly trained and motivated teaching force 
working in unsuitable conditions with minimal equipment must also be added to the equation.
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Chapter 4
The Rise of Vocational Education
"In the four decades surrounding 1900, America's schools were thoroughly
transformed they radically changed the workings and functions of the educational
system. No development was more crucial to this reconstruction than vocational 
education"
Lazerson and Grubb (1974, p i)
The previous chapter examined the major changes that were underway in American 
society during the decades either side of the year 1900. It was shown how these changes 
interacted with each other to affect virtually every aspect of life. Education was both affected 
by, and also contributed to, this situation. The existing model of schooling and its curriculum 
was increasingly challenged as being neither effective nor appropriate to either the individual's 
or society's needs.
The origin and early development of the Project Method is intricately linked to the 
changes that were taking place within the American education system during this period. It is 
impossible to address 'why' this particular approach to teaching and learning should have 
originated where and when it did without an understanding of these and how they developed. 
The most dramatic and far reaching of these developments was the rise in ascendancy of 
vocational education.
This chapter examines this development from its earliest manifestation as a concern 
with the 'relevance' of the education offered to a fully fledged demand for the school to prepare 
each child for the work they were to do when they left. However, it would not serve the 
purposes of this present study to merely document these developments. The tremendous 
changes that resulted arose from a gradual but fundamental re-conceptualisation of the purposes 
of education. This had a direct impact on epistemological considerations which in turn impacted 
upon pedagogy. It was neither as 'neat' or 'one way' as this for, as will be shown, there was 
an ever present dynamic at play between these elements.
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The exploration of these and the identification of their significance to this study is 
undertaken in the following manner.
In Part 1 the development of vocational education is examined from both the 
agricultural and the manufacturing/industrial perspectives. It is shown how the initial demands 
for 'greater relevance' hardened to become a call for vocational education. To facilitate this 
consideration the agricultural/rural and industrial/ manufacturing elements are considered 
separately. It will be shown that, although there was a degree of common ground between 
these that would eventually lead to cooperation, there were fundamental philosophical 
differences. This difference can be clearly seen in the rationales that informed their respective 
'demands for relevance.’ This difference needs to be understood because of its significance to 
the development of the Project Method. The epistemological implications of the increasing 
demand for relevance is explored in detail for the Project Method was initially just one of 
several attempts to meet this changing situation.
Part 2 examines the pedagogical implications of the epistemological developments 
identified in the Part 1. The manner in which these manifested themselves in practice is 
examined. Although all sections of the educational system are referred to, particular emphasis 
is placed upon developments within agricultural education for, as has been established, this is 
where the Project Method was conceived. However, this itself took place within a particular 
location.
Therefore, in Part 3 the manner in which the developments considered in Parts 1 & 2 
manifested themselves within the context of the State of Massachusetts is explored. It is shown 
how particular factors and forces at play within this state helped create a particularly conducive 
environment in which the new method was cultivated and information about it disseminated.
The following chapter will then consider the specific, indeed unique, local factors that 
were at work in the town of Northampton at this time which need to be added to those 
considered here and in the previous chapter. Through this, it is believed that the intention of 
achieving an understanding of why the Project Method developed where and when it did can be 
realised.
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Part 1
Vocational Education
"Between 1890 and 1910 vocational education attracted the support of
almost every group in the country with an interest in education. The magnitude of this
conversion was overwhelming."
(Lazerson and Grubb 1974, pl7)
As has already been noted in Chapter 3, the name of Horace Mann has always been 
linked with the development of universal education in the U.S.A. Cremin (1961) concluding 
that
"Mann was ... the commanding figure of the early public school movement."
(p8)
and
"Under Mann’s aggressive leadership Massachusetts in many ways taught the Nation 
the ideals of universal education."
(p!2)
As has also been seen, Mann’s model consisted of a common school for all with a 
common curriculum which concerned itself not just with cognitive but also with moral 
development. It was believed that through this common and shared experience the values of 
republican democracy would be transmitted to children from whatever background they came.
"In social harmony he located the primary goal of popular education"
(op cit, plO)
Indeed Mann believed that in a countiy with such a diverse population, the common 
school was the only institution that could fulfil this ro le .l.
As was explored in the previous chapter the classical humanist curriculum was seen as
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the most appropriate one to realise these intentions and as the concept of universal education 
came to be accepted across the U.S.A. so too was this curriculum model. However, as 
Lazerson and Grubb (1974) write in Education and Vocationalism: A documentary history 
1870-1970
"In the four decades surrounding 1900, America's schools were thoroughly
transformed they radically changed the workings and functions of the
educational system. No development was more crucial to this 
reconstruction than vocational education"
(emphasis added) (pi)
The Head of the School Board in Muncie, Indiana when interviewed in 1924 was able 
to note these changes in his role (Lynd and Lynd 1929) thus
"For a long time all boys were trained to be president. Then for a while we trained 
them all to be professional men. Now we are training boys to get jobs."
(p!94)
His comment captures the manner in which the purpose of education had been 
completely transformed from that which had informed the development of the common school 
in the previous century.
It has been shown in the previous chapter that there had been a growing dissatisfaction 
with the curriculum at the centre of the Mann model. The interaction of mutually reinforcing 
factors that led to this was also considered but the crucial and most damning criticism was that, 
while it may once have been appropriate it was not relevant to the new situation that was 
America in the late 1900s. Relevant, that is, to both the needs of individuals and to the needs of 
society.
Mann, and his successors, Harris and Elliot, justified the common school curriculum in 
relation to the personal and moral qualities it developed and to the training it gave to the 
different faculties of the mind which could in later life be applied to whatever demands and 
situations the child encountered. However, there had always been those who had argued for a 
more direct relationship between school and the child's world. As will be seen, for some this
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'world' was the child's life beyond the schoolroom while for others it was the world he/she 
would move in to once they left school. For the latter group the central feature in this would be 
w ork. As will also be shown 'work' was to become that aspect of life where the needs and 
interests of the individual and of society was seen as coming together. It was to prove a 
powerful and persuasive case. As Kliebard (1995) writes
"Vocational education was the most successful curricular innovation in the twentieth 
century in the sense that none other approaches it in the range of support it received and 
the extent to which it became implemented into the curriculum of American schools."
(p!29)
In the following pages an examination of the two major interest groups that argued for 
a more direct relationship between what happened in school and the world beyond is 
undertaken.Their pursuit of this aim was informed by different agendas but in vocational 
education both the agricultural/rural and the manufacturing/industrial interests were able to find 
sufficient common ground to form a loose, but very powerful, alliance.
"...the success of vocational education can be attributed to the fact that it acted as a kind 
of magic mirror in which powerful interest groups of the period could see their own 
reflected ways of reforming what was increasingly regarded as a curriculum out of tune 
with the times."
(op cit, pl30)
Increasing Demands for Relevance; the M anufacturing/Industrial Voice
In the next section it will be shown shown how the earliest concerns about the 
relevance of school based education can be traced in the rural agricultural community. 
However, the evolution of this 'concern with relevance' into 'a demand for vocational 
education' is most unlikely to have taken place in the early 20th century had it not been for the 
increasing vociferous demands made by the manufacturing/industrial sector. For this reason it 
is necessary to consider the demands for relevance that developed here and to understand how 
they impacted upon, and were also affected by, similar demands from within the agricultural
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community. Wirth (1972, p89) concludes that without the collaboration between the 
agricultural and the industrial-manufacturing pressure groups the Smith-Hughes Act, generally 
regarded as 'the high point' of the vocational education movement, is unlikely to have become 
law in 1917.
This section therefore identifies why the classical humanist curriculum of Mann’s 
common school was considered no longer relevant to the needs of those engaged in 
manufacturing and industrial production. Once undertaken it allows one to to identify where 
there was common ground and where there were differences between it and the second major 
economic force in U.S. society at this time. It will become clear that there were quite 
fundamental differences between them as to the reasons why they were both seeking to affect 
change within the school curriculum to make it 'more relevant’ to their requirements. It is 
necessary to understand these differences because of their significance in understanding why 
the Project Method originated where and when it did and why it made the impact it did.
The industrialisation and urbanisation that took place in the final quarter of the 
nineteenth century in the U.S.A. has already been considered. It was noted how this impacted 
upon the nature of work and relationships between employer and employee. The evolution 
from craft based production to mass production methods also had a dramatic impact on the 
skills needed by the worker.
One of the most dramatic manifestations of this change was in the decline of the 
apprenticeship method of training. Whether this was inevitable and whether it was desirable 
was both argued and fought over with increasing vehemence during the 1890-1910 period 
(Cremin 1961, p36-37). In its traditional portrayal the employers are presented as being keen 
to dismantle this system and replace it with a basic trade training to ensure a larger, cheaper and 
more readily available labour force. A further reason being that recruitment to apprenticeships 
was, to a large degree, actually controlled by the trade unions. As Cremin notes (1961, p36) 
many trade union leaders viewed their influence over the recruitment and training of the 
apprentices as the basis of their continuing struggle for better wages and conditions. To allow 
the skills of carpentry, bricklaying, cigar making etc to be taught to unlimited numbers of 
people beyond their control would have the consequences of reducing both the quality of the 
training and, more significantly, would have an adverse effect on wages and working 
conditions. This continues to be an area of debate. However, there is no doubt that the 
continued development of mechanisation had led to larger production centres than ever before
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and within these the worker was less involved in the production of the whole item (whatever it 
might be) and was increasingly required merely to know how to perform his/her 'bit' of the 
total process. The traditional craft form of production, assuming it could produce the same 
goods could rarely do so at the same lower cost.
As was established in the previous chapter, this was a period of massive immigration 
into the U.S.A. Again one can find different economic interpretations of why this should have 
occurred at this time. These range from it being a deliberate attempt to flood the labour market 
to 'break' the restrictive practices of the labour unions to it being advantageous to the creation 
of a strong internal market which powered the economic advances made during this turn of the 
century era (Cremin 1961). It is not necessary for the purposes of this study to do other than 
note these differing perspectives. What is beyond dispute is that there was both an increased 
demand for manufactured goods and that the supply of these was increasingly mass produced. 
The expansion of the labour force that was necessary was, as has been seen, a result of 
immigration and a continuing movement from the rural to the urban centres. The relevance of 
the above to this present study arises from the impact they had on the way the role and purpose 
of education and schooling was changed.
In all the examinations of the rise of vocational education from an industrial/ 
manufacturing perspective the year 1876 is quoted as being of significance (ie. Cremin 1961, 
p23, Lazerson and Grubb 1974, p3). This was America's centennial year and the Philadelphia 
Centennial Exposition was a centre piece of the many celebrations that took place. Drawing its 
inspiration from the Great Exhibition of 1851 in Britain it had among its many features 
exhibitions from countries around the world showing off the latest and the best of each. The 
particular exhibit which came to have a major impact in the relevance and schooling sphere 
was that of the Moscow Imperial Technical School under the Director, Victor Della Vos. It 
was not merely the actual quality of the products his pupils had manufactured that caught the 
attention but the process he had used to develop the skills they used. Della Vos had developed a 
model which was fundamentally different from the traditional apprentice one in which the 
novice worked alongside the experienced craftsman in his workshop (or construction shop) in 
which the item was manufactured. At the Moscow school the workshop had been replaced by a 
series of instruction shops. Within these the key elements in each trade were identified and then 
organised into a sequence of activities based on instruction and practice, through which the 
novice worked in a systematic programme. Through this series of graded exercises the pupil
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built up the necessary skills required by his/her particular trade. As Della Vos rationalised in his 
notes of 1876 (in Cremin 1961, p25)
"Everybody is well aware that the mastery of any art-drawing, music, painting- is 
readily attained only when the first attempts are subject to a law of gradation, the pupil 
following a definite method or school, and surmounting, little by little, the difficulties 
encountered. Why should it be different for the mechanic arts?"
Two key figures who saw Della Vos's methods at the exhibition were John Runkle, 
President of the Massachusetts Institute of Technology and Calvin Woodward of Washington 
University. These two, working in parallel rather than together, were the key figures in what 
became known as the Manual Training Movement which flourished in the 1880s and into the 
1890s.
Initially within their own institutions but with an influence that spread far beyond them 
they brought the instruction process into college education. A central position in the curriculum 
was given to carefully graded instruction into how to use the tools specific to certain trades. 
Runkle, and particularly Woodward, spent time in preparing and presenting considered 
theoretical frameworks for the development of manual training courses they implemented 
within their respective institutions. The attraction of Runkle's and Woodward’s (1888 and 
1887, in Lazerson and Grubb 1974, p57 and Cremin 1961, p28 respectively) theoretical 
justifications lay in their seeming ability to offer a response to the uncertainties being caused as 
industrialisation and urbanisation gathered momentum. They argued that in the pre industrial 
situation the apprentice’s education, work and preparation for life had a ’wholeness’ that was 
now under threat. The mental faculties and the manual skills that had once been developed 
alongside each other could still be achieved through manual training with 'hand and brain' 
once again being developed in harmony. Further,the acquisition of tool skills enhanced the 
status of the worker, gave him self respect and dignity once again while, at the same time, also 
equipping him/her with the very skills the changing society needed. It also claimed that this led 
to character development and this strong moral dimension enhanced its attractiveness for those 
concerned with the perceived ills of industrialisation and urbanisation.
"Manual training is the enemy of indifference and wilfulness, because every step
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requires self control, thoughtfulness, care. Woodworking, the most popular hand 
activity, received support as a way of integrating respect for manual labour as well as 
self respect, self reliance and habits of order, accuracy and neatness."
(Woods 1898, p238 in Lazerson and Grubb 1974, p l l )
Both were to argue, Woodward in particular, that manual training was not ' narrowly 
utilitarian' in terms of preparing for a specific but sat within the liberal education traditions. 
This rationale reflected his own educational philosophy but was also necessary as a tactical 
move to persuade those who had the power to authorise this modification to the curriculum. It 
is indicative of the strength of the classical humanist curriculum that it was still necessary in the 
late 1880s to locate any innovations within this paradigm. Woodward cautiously wrote that the 
existing common curriculum's concern to avoid utilitarianism
.." sometimes run to the other extreme and excluded from our schools important and 
essential branches of study because they were suspected of being useful"
(1887, p243 in Cremin 1961, p27)
He carefully argued that his modifications were no more than a reassertion of Mann’s 
principles helping to ensure a more balanced, but none the less, general education for all. He 
stressed that the course he developed at Washington (first enrolment 1879) with its instruction 
in carpentry, wood turning, pattemmaking, brazing, bench and machine work in metals had 
liberal rather than vocational goals with the understanding of principles rather than mere 
competence being central.
Despite the questions that were beginning to be asked of the traditional curriculum 
model (ie. Rice 1892) the forces that were to undermine this position had yet to coalesce.
The' fluid' or 'flux’ nature of many aspects of life in the U.S.A. during this period has 
been a constant theme in this study and this is further illustrated by the debate around the merits 
of manual training as the 1890s advanced. Cremin (1961, p33) refers to "The fabulous advance 
of manual training during the nineties.." calling upon the U.S. Bureau of Education 
Commissioner's Report of 1889-1890 which detailed "thousands of boys and girls studying 
carpentry, metal and machine work, sewing, cooking and drawing in thirty six cities 
representing 15 states" in support.
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However, despite these attempts to locate this development within the liberal common 
curriculum there were clearly many who saw manual training as something of a Trojan Horse, 
undermining the key principles from within.
W.T. Harris (to later become U.S. Commissioner of Education) was perhaps the most 
articulate critic. He readily acknowledged that working with tools was educative but refused to 
acknowledge a place for these activities within the school curriculum because the school had a 
more important role to play. He argued that the distinguishing feature of man was his ability to 
reason and it was the purpose of the school to cultivate this faculty.
To teach a child carpentry is to give him a limited knowledge of self and nature: to 
teach him to read is to offer him the key to all human wisdom. It is the difference 
between a piece of baked bread, which nourishes for the day, and the seed com, which 
is the possibility of countless harvests. Education that educates the child in the art of 
self education is that which the aggregate experience of mankind has chosen for the 
school".
(Harris 1889, p i26 in Cremin 1961, p31)
As Cremin notes, Harris continually re-asserted the rationale for classical humanist curriculum.
Within the two rationales outlined very briefly above lay all the key issues that all those 
involved in education in the U.S.A. were being forced to reexamine in the decades either side 
of 1900. What did society want from its schools? How were the needs of the individual and 
those of society to be met within school? Indeed, what was the purpose of education?
The answers to these larger philosophical questions would determine what types of 
schools were developed and, crucially, what knowledge and skills were to form the 
curriculum. These would inevitably impact upon pedagogical developments. The relationship 
between the philosophical, epistemological and pedagogic elements that was explored in the 
earlier chapter, whether realised and acknowledged or not, cannot be separated.
However, few if any educational systems have ever been created in a vacuum because 
there are always factors outside which impact upon innovations, often taking them into 
unintended directions. This was certainly the case during this period. As Lazerson and Grubb 
( 1974) observe
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"Even as manual training was being introduced into schools, it was becoming divorced 
from its original assumptions and falling victim to rapidly changing attitudes".
(p!5)
and one might add "to the rapidly changing means of production". The identification of the 
manual training movement as a transitional phase (Cremin 1961, p34, Lazerson and Grubb 
1974, pl7) is almost certainly accurate. By locating itself within the existing liberal education 
framework and claiming no more than 'a balancing’ of the intellectual and the practical 
development of the pupil it appeared to offer the best of both. The explicit claims it made in 
areas like ’reasserting the dignity of the worker', 'developing self respect' and the 
'development of good habits moral attitudes' resonated with many concerned with the 
uncertainties of this period. However, as been shown, it arose initially in response to the 
concern about relevance in education and its early advocacy stressed the contribution it would 
make to the needs of the individual and also the needs of a society (ie. Woodward 1887, p243) 
Manual Training claimed to satisfy both and thus, for a while, proved attractive.
However, two particular factors prevented success in these crucial areas and can be 
seen as responsible for it being superseded by vocational education. Firstly, its emphasis on 
working with the hands and using tools harked back to a craft based means of production 
which, even as Della Vos presented his ideas at the 1876 Centennial were rapidly disappearing 
in many production processes. The need for large numbers of unskilled workers with limited 
understanding of the work they were required to do and the tools they were to work with 
negated the sophisticated rationale advanced by its adherents.
Secondly, the explicit attempt made to tie manual training in with the existing liberal 
model had also tied it to the transfer o f training model of learning. As was examined in the 
previous chapter this concerned itself with developing an understanding of general principles 
that could later be applied to new situations. The discrediting of the validity of this as an 
effective learning theory in relation to the classical humanist curriculum also affected the 
credibility of the manual training model.
Somewhat ironically, the claim to provide 'relevance' that was central to its rise in the 
late 1870s was also to contribute to its demise. Manual Training was to be found 'not relevant 
enough' and was increasing charged with being 'irrelevant' by the turn of the century.
From the late 1890s through to the passage of the Smith-Hughes Act in 1917 the
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increasing vocal demand from the manufacturing/ industrial sector was not for educated 
workers but for trained ones. That is, workers who had the specific skills (ie. lathe turning) for 
specific occupations and 'correct attitudes' (of which more below) to enable them to move 
directly from the school to the workplace. There is clear evidence (Cremin 1961, p34) that 
even at the height of the movement in the 1880s when Woodward and Runkle's rationales 
were linking manual education to the liberal tradition, rejecting 'utilitarian skill training’ for 'a 
balanced education', some manual schools were in effect all but vocational ones. Although 
formed under the manual training umbrella many of the schools that opened in the 1880s were 
effectively 'trade' schools.2.
The fact that many of the schools that had 'manual' in their title were privately set up 
by major local businesses served to reinforce the trade unions perceptions that they were 
intended to produce a work force geared to the employers requirements. In 1886, the Secretary 
of the Cigar Makers' Union wrote that "The trade schools thus far in existence have been 
nothing more nor less than the breeding schools for scabs and rats." (quoted in Cremin 1961, 
p36). In the often volatile and frequently violent period of labour relations changes in 
education formed part of the wider agenda for both sides.
As Lazerson and Grubb (1974) reflections upon the role of manual education conclude
"More than anything else, manual training changed the conception of what might 
legitimately be taught in schools..."
adding that
".. once this was accomplished, the shift to vocational education seemed a logical 
development".
(p!7)
In Part 2 the real significance of the first part of this quotation concerning the changed 
perception of what might legitimately be included within the curriculum will be considered in 
depth. It will be suggested that the contribution of the manual training to this was perhaps its 
most significant long term legacy. It will further be suggested that it was a development that
L.Smart Page 156
established enough common ground between the rural/agricultural community's demands and 
those concerned with urban/manufacturing sector to begin to work together.
However, before turning to consider these curriculum content issues and the impact 
these had upon pedagogy it is necessary to examine what succeeded the Manual Training 
movement and took the concerns with relevance to their 'logical conclusion’ -vocational 
education.
As Kliebard notes (1995, p i 17) up to the mid 1890s the discussion concerning the 
differences in rationales between 'manual education' and ’trade training' had taken place at an 
academic level. The relation of these to the traditional classical humanist curriculum had 
similarly mainly taken place in academic journals and conferences of educational organisations 
such as the National Education Association. However, even as these debates were taking place 
the growth in 'trade' schools continued apace (Cremin 1961, p36) and Kliebard (1995) notes 
that the records of many of the founding meetings of these show that
".. for the most part, when local school groups debated proposals for the introduction 
of manual training in major cities such as Boston and Milwaukee, those debates were 
framed largely in terms of economic benefits to the boy or girl receiving the training or 
to the overall economy of the municipality."
(p l16)
Whether by intention or default, training for specific]obs through acquiring the 
particular skills to be able to do them at a competent level was taking place on an increasing 
scale, particularly in the urban manufacturing centres. In 1896 a new organisation was formed 
that took this steady, ongoing development (to use a colloquialism) "by the scruff of neck" and 
represented it as an unqualified demand for vocational education based unapologetically on 
pure economic need. It is difficult to disagree with Kliebard when he refers to the formation of 
the National Association of Manufacturers in 1896 as "a turning point" in the fundamental 
change in the purpose of education in the USA.
This was not an educational organisation but an employers' one. Its early documented 
'Proceedings' (Cremin 1961 p35-38, Lazerson and Grubb 1974, p88-92)) clearly show the 
central concern was 'economic success' in the world market place. There are numerous 
references to the 'rise of Germany as an economic power' and the dangers this posed to
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American industry as it competed in world markets. The formation of an organisation with a 
shared commercial interest was not unusual and neither was its economic analysis original. 
What was distinctive however, was the way in which the N.A.M. interpreted Germany's 
success as directly attributable to its educational system. The implications of this were clear: to 
be able to compete successfully in the world markets it was necessary for the U.S.A. to follow 
suit and develop its education system to produce a trained work force. The address of N.A.M. 
President Search in 1898 centres on
"the obvious demands of industry and commerce" 
and the immediate requirement of
"the establishment of educational institutions which would give us skilled hands and
trained minds for the conduct of our industries and our commerce".
(Proceedings of the Third Annual Convention of the N.A.M., President's 
Report 1898 p3, in Kliebard 1995, p i 17)
The N.A.M. was a very powerful voice during the first decade of the new century. 
Based on its interpretation of Germany's economic success being directly linked to its 
education system the N.A.M. created a Committee on Industrial Education in 1905. Its first 
report is probably the most comprehensive, unqualified yet succinct outline of the call for 
vocational education produced up to that date. Its 'advocate type' style was clearly aimed at 
persuading others to its position and it uses figures, emotion and assertion to support its call. 
The opening paragraphs detail the drop out rates in the present system with the failure of 97% 
to complete high school being presented as indicative of the way in which the present system 
was failing the 'youth of the country".
Throughout, the Report is vehemently anti organised labour and emotive language is 
constantly used. Organised Labour's role in the regulation of the apprenticeship system is 
referred to as "a monstrous crime", " the meanest and most cruel of all trusts (monopolies)", "a 
bitter and cruel opposition", " a denial of opportunity to American boys" and one that "has 
outraged the principles of the Declaration of Independence" (Proceedings 1905, p 142-145,
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document reproduced in Lazerson and Grubb, 1975, p88-91).
Echoes of the Manual Training rationale are clearly present with the references to 
"something is done for the children of this great and worthy class -the working people" as is 
the call that "the present technical schools should receive our fullest endorsement". The next 
sentence however begins with the word "But.." and the limitations are listed. 3 .
The case for trade schools in which "the youth of our land may be taught the practical 
and technical knowledge of a trade" is made on two grounds. It is necessary to enable the 
children of the working class to exercise the opportunities denied them by the actions of 
organised labour. With the skills so developed there they will be able to command better wages 
and, with a further echo of the Manual Training and even earlier Mann based rationale, it refers 
to such training providing " the ability to take care of himself", "honourable employment", 
itself leading to" a useful and honourable citizen of the Republic" and "the development of 
manhood in the best sense". Although not yet explicit in this 1905 Report the terms used, and 
the absence of alternatives, have the effect of suggesting that an individual's identity and worth 
as a person is established through the work he is able to do.
Secondly, trade schools are now "demanded by the laws of business" (p!44) and in 
the "world's race for commercial supremacy we must copy and improve upon the German 
method of education". This is a "national necessity". Not yet sure of sufficient support to 
advocate a complete alternative to the existing system the Report adopts the earlier strategy of 
the Manual Trainers by calling for the learning of a trade " in addition to the common school 
education".
In the following pages it will be shown how within only 6 years this agenda was honed 
to simple 'economic necessity' and that the business concepts of 'waste' and 'efficiency' had 
become part of the educational agenda. However, this important document of 1905 did address 
the ever present tension between the needs of the individual and those of society. It claimed that 
the solution lies in the development of vocational trade schools as the means of satisfying the 
needs of both.
Although the N.A.M. was directly concerned with education in relation to 
manufacturing industry many of the demands for ' an education relevant to both individual and 
society' had clear parallels with the concerns emanating from the rural/ agricultural sector.
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Increasing Demands for Relevance: the Agricultural Voice
"In the four decades surrounding 1900, America’s schools were thoroughly
transformed they radically changed the workings and functions of the educational
system. No development was more crucial to this reconstruction than vocational 
education"
(Lazerson and Grubb 1974, p i)
This quote was used at the outset and has a particular significance here
It is not surprising that such a significant change in the role and purpose of education 
has received considerable attention. Most of these studies (of which Cremin, 1961 ; Wirth, 
1972; Lazerson and Grubb, 1974 are representative) contain a historical section which attempts 
to place the development of the demand for vocational education in a broader historical context. 
As this is undertaken significant socio-economic changes, reports, publications or legislative 
acts are identified and key contributors are named. It becomes clear from each of the above 
considerations that the early demands for 'greater relevance’ in what schools taught are not to 
be found in the urban/ industrial context but rather in the rural/agricultural one. Some of the 
'revisionist' historians (ie. Bowles and Gintis 1976) make a very direct causal link between 
urbanisation, industrialisation and the rise of vocational education which tends to underplay the 
significance of the earlier and ongoing developments within the rural agricultural context. 
However, in their exploration of these developments Cremin (1961, p42), and particularly 
Wirth (1972, p89), contend that the 'alliance' of different interest groups around matters of 
common concern that was forged after 1910 was crucial to the passing of the legislation 
(Smith-Lever of 1914 and Smith -Hughes Act of 1917) which firmly placed vocational 
education on the statute book, in the U.S.A.
"Without the powerful help of the farm interests, however, it probably would have 
been impossible to marshal the coalition of votes that was required to pass the 
 legislation".
(Wirth 1972, p89)
What then was the basis of this rural/agricultural dissatisfaction with the education 
offered by the common school model with its curriculum based on classical humanist studies?
It is possible to discern three key elements although, unsurprisingly, their relationship is 
interwoven. These are first identified and then considered in greater detail.
The first, and most explicit criticism, was that what the children learnt in school was of 
little use to them as children living on the farm and then in later life in becoming farmers. 
Further, that as successful farming in the latter half of the nineteenth century required a more 
scientifically informed approach this lack of relevance was having negative consequences. 
Further, that these consequences affected both the individual, the local community and the 
wider society. The school was increasingly perceived as failing in its responsibilities to each of 
these.
The second element is to a certain extent is a consequence of the first. The ’drift to the 
city' was an increasingly major issue in rural communities (Robertson and Walton 1979, p 
280-294) particularly in the last two decades of the nineteenth century. The fact that it was 
usually the younger members of the community who were involved heightened the concern 
about its implications. As will be shown there was a increasing held belief that a more relevant 
curriculum in school, for both boys and girls, would significantly reduce this demographic 
movement.
These two interrelated factors are of a utilitarian nature. However, alongside these 
considerations there is a third, less tangible, at times almost metaphysical dimension which 
dealt with the consequences of the rural schools failure help maintain the rural community. 
America had originated as a rural farming nation and its republican democratic traditions and 
values had been developed in this context. There was a clearly identifiable belief that the 
maintenance of these was somehow linked to the maintenance of a thriving rural agricultural 
section in society.
". to be close to the earth is to set one's life in order, to return to the simplicities that are 
the moral bulwarks of civilisation. Agriculture is not only the rock foundation of 
democracy; it is the very basis of humanity, morality, and justice".
(Liberty Hyde Bailey quoted in Cremin 1961, p76)
Writing over a considerable period between 1888 and 1910 Bailey was one of the most 
influential figures in emphasising this spiritual dimension and the significance of this will be 
considered further below.
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Although separated out here for the purposes of clarity of consideration the 
interrelationship between each of these 3 elements identified above is immense. Each had 
implications for the other and, together, contributed to a steady but increasingly vocal 
complaint that the traditional model of schooling was unsuitable, indeed irrelevant, to the needs 
of the rural agricultural community. Each of these is now considered and their significance to 
the development and early success of the Project Method explored.
The concern that the knowledge and skills that formed the basis of the traditional 
classical humanist curriculum were of little use to the farm boy or girl can be traced back long 
before it came to a head in the decades either side of 1900. Indeed, as will be shown the first 
attempts to tackle the issue of relevance in education were undertaken in rural areas and as a 
direct result of pressure from the rural community.
The evidence that can be called upon to support and illustrate this is itself of interest 
and worthy of a brief comment for it reinforces the 'inter-relatedness' of the different 
developments that were underway during this period. The forms of evidence that are available 
when studying this period are a direct result of the technological developments that were traced 
in the previous chapter. The developments in the print industry were identified as being 
significant, particularly when they were linked with the advances in the transport system 
which facilitated ease and speed of distribution of printed matter. It was noted that this had led 
to an 'explosion* (Morison et al 1977, p462) in one specific area, namely the number and 
diversity of journals and periodicals. As is the case today many of these were written with 
specific 'target audiences' in mind and the farming community provided one of these, and a 
very large one. Through the editorials, the feature articles and the letters pages (often 
responding to the former) these journals provide valuable insights into how this section of 
society viewed and responded to the many changes underway. Education features regularly and 
prominently and in certain years is clearly the dominant issue. Although usually state based, the 
most popular publications developed a wider readership and two of the most widely 
distributed of these in the last decades of the nineteenth and into the twentieth century were 
Wallace's Farmer and Hoard's Dairyman (Cremin 1961, p44, Keppel 1960).
Alongside this source of information are the records and publications produced by 
farming organisations of which the most important were 'The Grange' and the 'Farmers' 
Institute. 'The National Grange of the Patrons of Husbandry' was the official title of the former
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organisation (formed 1867) and operated through hundreds of local branches based in all the 
agricultural states. Explicitly founded as
" a social and educational fraternity for the resuscitation of the countiy and the
recuperation of its farmer"
(emphases added) (Cremin 1961, p 42)
it arose out of the successful pressure group campaign that led to the passing of the Morrill Act 
of 1862 (see below) which is now viewed as one of the earliest manifestations of the move 
towards vocational education (Cremin 1961, p42). The Grange was to become a focal point 
for rural based political activity throughout the rest of the century and into the next. As will be 
seen in the following chapter Rufus Stimson was active in this organisation prior to his 
appointment to Smith's School in 1908.
The Farmers' Institutes and Agricultural Societies origins are to be found even earlier 
with True (1928 p24) tracing their origins to the informal farmer's clubs and societies that 
existed in almost every local community in some form or other from the early 1800s. By the 
early 1850s state funds to support the development of these Institutes and Societies was 
increasingly common (True,1928, p24).
The Institutes, the Granges and the readership of the popular farming journals were 
obviously not exclusive of each other and the overlap in members and readers was 
considerable. Their combined voice and political impact, despite the quickening pace of 
urbanisation and industrialisation as the turn of the century drew near continued to be a 
powerful one. 4 .
The early farmers' clubs, institutes etc. had always had an educational role, advising on 
topical and immediate issues like milk yield, soil enrichment, pest control etc. (True 1928, p7- 
10). However, in 1862 the Morrill Act was passed by Congress. Often referred to as the Land 
Grant College Act this allowed each state to use the proceeds of an allocation o f30,000 acres 
of land (per senator and congressman) from the Federal Government to fund the establishment 
of its own college. The terms of reference for this being that the
" leading object shall be, without including other scientific and classical studies...
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to teach such branches of learning as are related to agriculture and the mechanic arts."
(True 1928, p52)
For the first time public funds were made available for 'occupation based education' as 
opposed to general education. In all studies of the rise of vocational education the Morrill Act 
act is noted as being a precursor of later vocational education developments (ie. Wirth 1962, 
p89, Kliebard 1995, p l23).5 . At this stage it was occupational education alongside general 
education. As the nineteenth gave way to the twentieth the move to replace the latter with the 
former grew ever stronger.
The Morrill Act had been a result of the demand for a more systematic, that is 
scientific, study of agriculture. However, as Wirth notes (1972) many of the new colleges and 
universities (including such names as Cornell, M.I.T.) that were formed from the 'land grant' 
did not initially find it easy to address the brief they had been given. He notes
"It took a while for the educational focus of the land grant colleges to find its 
direction. The content of the science of agriculture, for example, had to be created; and 
the original staffing had to be drawn from professors of traditional colleges that knew 
little of agricultural practice. "
(p7)
In the light of this it was perhaps not surprising that the courses that evolved were of a 
theoretical nature, several steps removed from the practicalities of everyday farm life and 
certainly not what the ground roots based farmers' lobby had envisaged. True (1929) notes of 
this early stage that
"Neither the managers and teachers in the land grant colleges nor the farmers were 
satisfied with their agricultural work"
(p l19)
The Hatch Act of 1887 was therefore an attempt to readdress the original agenda and to 
realise the frustrated expectations of the agricultural lobby. An agenda which that latter felt had 
been somewhat hijacked by the academics who staffed the original colleges (Eddy, 1957, chap
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4).
The Hatch Act created a new institution- the Agricultural Experimental Station. These 
were linked to the Land Grant Colleges but were given the specific brief to not just experiment 
but to disseminate the results in a way that made an impact upon practice.
"These experimental stations provided avenues for the channelling of practical
applications to the dirt farmer himself. "
(Wirth 1972, p8)
This was still very much a theory to practice model but is indicative of the status of science. 
Wirth further notes
".. farmers had become convinced that the magic formula for increased production lay
in the union of theory and practice (established through) scientific experimental work."
(p8)
Hatch, even more than Morrill, was to do with relevance in education. As has been 
noted any discussion about relevance involves making choices as to what counts as 
knowledge, or rather worthwhile knowledge; worthwhile enough that is to form part of the 
school's curriculum. Through these two legislative acts it was the farming interest groups that 
were to the fore in beginning to establish a different definition of worthwhile knowledge than 
that represented by the common school curriculum. At this stage these early developments 
towards a more relevant education took place outside of the mainstream of public school 
system. After the turn of the century the demand to include them within the latter was to reach 
its height.
The Hatch Act was certainly an example of successful pressure group politics. 
However, such successes usually depend upon the ability to persuade others beyond the 
immediate group of the validity of the case put. In the late 1880s there were increasing 
concerns about the problems being created by urbanisation. Not least of the concerns was the 
very basic one of sustaining an adequate food supply to the new cities and it is clear that 
support for the Hatch Act from outside the agricultural sector was affected by this.
The rapidly expanding population, with an increasing percentage living in urban
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centres, created greater demands on the food producers. Whereas in earlier eras this would 
have led to increased prices which would have benefited the latter, a new situation had been 
created by the effects of industrialisation and particularly advances in transportation. The latter 
meant that the major cannery and packaging firms based in the cities exerted commercial 
pressure that kept prices low through their buying and distribution power. Farming had 
become a much more competitive and commercial enterprise by the mid 1880s and increased 
productivity was required by those who were to prosper or even survive. As Van Hise (1936) 
in his Conservation of Natural Resources in the United States outlines, the detrimental effects 
of earlier farming practices was becoming very evident in the older farming areas by the 1880s. 
Soil depletion and decreased fertility were coming to the fore just as increased productivity was 
being demanded by both the individual farmer to actually survive and by society's need to feed 
its citizens. As Wirth notes (1972, p89) there were serious concerns about the adequacy of 
food supply. The answer was seen to lie in science and the route to this answer was seen to lie 
in education.
It was believed that a better informed, more scientific approach to farming would lead 
to more economically successful farmers who through their own success would also be 
alleviating the potential food supply problems that an expanding society might experience. 
Through this achievement it was further argued that the second element of the rural problem, 
the 'drift to the city', would itself be addressed. Rural life would itself become more attractive 
as it was enhanced by the benefits of economic success.
The perception was clearly that 'the answers' to the 'problems of agriculture' lay in 
the school and what was taught there. As was discussed earlier, there was nothing new in the 
rural community's reservations about what took place in school and its relevance. However, 
the agricultural depression that began in 1884 and continued for nearly a decade (True 1929, 
p!21) and the desperate conditions thus created gave a much sharper edge to these concerns. It 
was a strange position for the school to be in : both blamed for the present situation yet hailed 
as the saviour to alleviate it.
"As farmers confronted the complexities of their work and witnessed the loss of their
children to the cities, they turned to the schools with new expectations".
(Wirth 1972, p90)
As this took place, the focus fell on what the school taught and from there, to what it
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should be teaching (Wirth 1972, p90). The evidence of this can be clearly traced through the 
publications of the Grange (Buck 1913), the Farmers' Institutes (True 1928) and also through 
the farm journals that enjoyed such a wide readership during the decades either side of 1900.
Wallace's Farmer and Hoard's Dairyman have already been mentioned as two of the 
most widely read and the following extracts capture both the negative 'blame' element and also 
the 'faith' that the answer was to be found in a reformulated school curriculum.
Hoard referred to
"..the cheap miserable character of existing education... as it was 60 years ago in our 
boyhood, so it is today in 99 out of every 100 schools. Not a grain of progress that 
will help the country boy to a better understanding of the problems of agriculture".
(Hoard's Dairyman July 1895, p419, in Cremin 1961, p 45)
Wallace's Farmer overtly rejected the view that
".. a man was educated only when he knew Greek and Latin".
(op cit)
As was explored in some detail in the previous chapter this was a rejection of the 
classical humanist curriculum that had informed the common school curriculum since its 
inception. The suggestions, which gradually hardened into demands, as to what the children 
should experience while in school was a further rejection of another central tenet of this model; 
that of deferred utility rather than immediate usefulness. This was, in effect part of the an 
epistemological challenge to the traditional curriculum: what counted as worthwhile 
knowledge?
"Grammar, history, geography are bundles of abstractions, while the child is interested 
in the world of realities. Rotation of crops is as inspiring as the position of the 
preposition; the fertilisation of apples and com as interesting as the location of cities 
and the course of rivers; the economy of the horse and cow and sheep as close to life as 
the duties of the President and the causes of the Revolutionary War".
(Wisconsin Farmers' Institute , Bulletin No. 15, 1901, p65 in Cremin 1961, p48)
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This call for specific and immediate relevance is unequivocal and can be found echoed 
in the publications of farming and rural organisations from the early 1880s onward. In 
education lay the answer and from this first premise the attention turned to the detail of what 
and then to how it might be best achieved. In 1902 two new organisations, the Farmers' Union 
and the American Society of Equity joined the National Grange and the Farmers' Institute as 
voices for the rural/farming viewpoint. Both placed education centrally to their purpose with 
the Union's constitution stating its commitment
"to educate the agricultural classes in scientific farming"
(Barrett, 1909, p 107 in Cremin 1961, p 46).
Equity committed itself to
" institutions for educating farmers, their sons and daughters and the general 
advancement of agriculture"
(Barrett, 1909, p 216 in Cremin 1961, p46).
The National Grange had had a Standing Committee on Education since 1874 with a 
brief to review educational advances for the farming community and to advise and encourage 
local branches to bring pressure to bear on these issues.
As Cremin (1961) and Kliebard (1995) detail, old organisations, newly formed ones, 
journals, papers and pamphlets, letters in newspapers, speeches at local meetings all drew 
attention to the problems of farming and rural life in general. As they moved from identifying 
the problems to advocating 'solutions' the school and its curriculum was rarely far from the 
top of the agenda.
However, all the attempts to respond to the demands for greater relevance in both 'the 
what' and 'the how' of the agricultural education took place in an unstructured, somewhat 
haphazard manner. There was a dearth of information around which a debate could take place. 
As True (1928) notes
"The need of experimental inquiries to develop a body of scientifically tested
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knowledge which might be used as a basis for more thorough and satisfactory 
instruction in agriculture was beginning to be apparent"
(pi 19)
A climate was thus created that encouraged innovation in this field. Due to the absence 
of established reference points there was also the opportunity for any of these innovations to 
generate more attention and make more of an impact than they might otherwise have done. One 
of these was the Project Method.
However, before turning to consider this there is a third element that was identified at 
the outset of this section which requires due consideration. Less tangible than the economic 
factors associated with introducing a more scientific approach to farming or the socio­
economic- demographic ones associated the 'drift' to the city it was none the less a very real 
influence as greater relevance was sought from the school and its curriculum.
In times of rapid change, whether it be of a political, social or economic/technological 
nature there is often a strong conservative urge to look back to a previous era and juxtapose 
certain key features with the developments that are causing the anxiety in the present day. The 
elements chosen from this previous era are usually highly selective and are usually assembled 
to create a somewhat 'rosy' picture. It is contended that this feeling/movement can be clearly 
discerned in the last quarter of the nineteenth century in relation to the problems of the rural/ 
agricultural community. The ability of the ideas put forward to resonate beyond this section of 
society made it an influential political force.
Liberty Hyde Bailey is probably the most well known of those who argued the case that 
a vibrant rural/ agricultural sector within American society was necessary for reasons beyond 
the mere economic. Bailey was Professor of Horticulture (appointed 1888) within the School 
of Agriculture at Cornell University and this gave him a platform from which to write, publish 
and speak. He did all prolifically. As Dorfs bibliography (1956) illustrates, Bailey held an 
almost reverential respect for 'the land' and believed that working with it developed 
fundamental moral qualities. As Cremin (1961) succinctly paraphrases
"To be close to the earth is to set one's life in order, to return to the simplicities that are 
the moral bulwarks of civilisation. Agriculture is not only the rock 
foundation of democracy; it is the very basis of humanity, morality and
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ju stice   It was the farm that had given America its greatness, and it was the farmer
who would continue to be the "moral mainstay" of the nation "
That the cities must grow he readily acknowledged: they were the nerve centres of the 
new industrial order. But cities alone could never build a lasting civilisation, for they 
depended upon a strong, healthy, country for men, materials and spiritual 
sustenance.1
(emphases added) (p76 )
For Bailey, the decline of rural/ agricultural communities had potentially apocalyptical 
consequences far beyond the economic ones considered above. In a different time he might 
well have been regarded as merely an 'eccentric' but, as was established in the previous 
chapter, the combined forces of urbanisation, industrialisation and immigration had helped to 
create perceptions that 'everything was changing’. The concern that the dynamics now 
underway could, or would result in an undermining of what had become to be regarded as 
traditional American political and moral mores was real. As Kliebard (1995) notes
"Whatever may have been the high romanticism implicit in Bailey's campaign, it 
struck a responsive chord among those who felt threatened by the intrusion of the 
new industrial society."
(emphasis added) (p 122)
It is this that makes Bailey an important factor during this period.
It has been shown how the concern with the economic consequences of this decline 
manifested itself in first the Morrill and then the Hatch Acts. Each was intended to develop and 
disseminate the scientific knowledge then considered necessary for more efficient farming 
practice. As has also been shown it was believed that through this, a rural/farming life would 
itself become both sustainable and more attractive. For Bailey the development of the key 
values and attitudes was of too fundamental an importance to be merely a secondary element 
behind the economic one. He argued that it was what the child in school experienced spiritually 
when interacting with 'the land' that was of the most importance.
From a different quarter, and operating with a different agenda, the school, its 
curriculum and its methods came under scrutiny. Bailey was in agreement with those who
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believed that the curriculum of the rural school lacked relevance for the children who attended. 
However, unlike those who merely deplored this state of affairs he had a definite proposal 
related to his own particular 'spiritual' agenda. His academic position provided a base from 
which he was able to not merely advocate but also institute measures to realise his intentions. 
His idea was to add to the existing school curriculum. His proposal was to add nature study 
to the existing framework. Throughout the 1890s his advocacy of nature study as either part of 
the curriculum or as a club activity run by the school was amazingly successful. From its base 
at Cornell University the idea spread through New York and then across the nation (Cremin 
1961, p77). These nature study clubs were supported by pamphlets and periodicals written by 
Bailey and his team at Cornell each constantly advocating the case that such study brought man 
back into contact with 'naturalness', 'simplicity', 'sympathy with common things'. The 
resulting benefits, it was claimed, would affect both the individual and, most importantly, his 
attitude towards living and working on the land (Cremin 1961, p77-78).
These ideas were presented in a more systematic manner in his 1903 book, The Nature 
Study Idea, the sub title of which read To Put the Child In Sympathy with Nature.
There can be doubt that Bailey's ideas touched chords with many involved in rural 
education and that the nature study club captured the imagination of those seeking a greater 
degree of relevance to the children they worked with. Keppel (1960, p67) recounts how some 
11,000 packets of seed were purchased in a two week period when a dealer offered to provide 
them to children engaged in 'clubs'. The idea was picked up and used by Wallace's Farmer in 
1906 which distributed 'superior' seed com to children in the clubs in 1906 (Cremin 1961, 
p79). The 'club' concept was not new, as the earlier comments on the Farmer's Institute show 
but the concept of a club based on nature study/farming/or children was. Cremin notes the 
catalytic effect of the nature club idea by detailing the formation of boys' and girls' agricultural 
clubs across the country from Clark County, Ohio, to Winnebago County, Illinois and of the 
founding of the Farm Boys' and Girls’ Progressive League in Texas. The latter having the 
specific aim of "to relieve the narrowness of farm life of our young people and to dignify and 
ennoble the agriculture of the future" in its rationale.6 .
Bailey was later to express concerns that the benefits of the 'spiritual dimension' of 
linking with the land through nature study risked being diluted by the emphasis placed on the 
more utilitarian applications (ie. food preservation techniques) in many clubs. Nevertheless, his 
belief that the answer to the problem to regenerate the rural community through school based
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education enabled his nature study movement to operate comfortably within the 'greater 
relevance’ movement.
The three factors considered above, an economic need for a more scientific approach to 
farming, a social concern with demographic movement and a belief that working close to the 
land was important in relation to American values all interacted with each other. The point of 
contact for all was education, or more specifically school based education. It was this 
arrival at a similar 'conclusion' from different quarters that brought the focus on to the 
relevance of the 'what' that was being taught and learned in schools. It was inevitable that this 
led onto an examination of the 'how'. As has been shown, there was a widely held perception 
that i f  only this could be got right it would provide a solution to the difficulties of the 
rural/agricultural problems of the period.
The examination of the increasing concerns about the relevance of the school experience 
and its gradual development into a call for vocational education undertaken in the previous two 
sections clearly demonstrates that there was a considerable amount of common ground between 
the agricultural and industrial/manufacturing sectors. However, there were quite fundamental 
differences from which the concerns arose. These affected the solutions' proposed. The next 
section considers these differences and explains the reasons for them and the significance of 
this. This is not an interesting digression but is very important to addressing the central 
questions posed by this study. The Project Method's success and adoption far beyond its 
original location was related to its perceived ability to satisfy key elements of these differing 
agendas.
Part 2
The Movement for Greater Relevance in Education:
Philosophical Positions, Epistemological Implications and Pedagogical
Consequences
It has been shown that the model of education developed by Horace Mann in 
Massachusetts was adopted across the Union in the second half of the nineteenth century. 
Founded on the notion of the common school with a common curriculum based on
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classical/humanist studies it was believed that it served both the needs of the individual and the 
needs of society. However, as the U.S.A. developed from the chiefly rural/agricultural, craft 
based manufacturing economic base in which this model of education arose it was increasingly 
challenged as being 'not relevant enough’. Not relevant that is to either the needs of the 
individual or society itself.
This concem'was to grow and to develop into a demand for increased relevance that 
would eventually strengthen and develop into a movement calling for vocational education, 
culminating in the passage of the Smith Hughes Act in 1917. As has been noted it was a 
development that attracted support from almost all identifiable interest groups including the 
educational, social, economic, political and intellectual. However, as was suggested earlier (but 
not developed at that stage) the reasons why such groups, and key individuals within them 
chose to cooperate in the demand for increased relevance often arose from fundamentally 
different positions.
Nowhere is this more clearly seen than within the two major interest groups considered 
in the previous pages. The differences in the rationales between the industrial and agricultural 
calls for a more relevant curriculum in school is important because of the way these manifested 
themselves in the proposals for what should supersede the existing model.
An understanding of these quite fundamental differences which drove the the 
rural/agricultural and manufacturing/industrial calls for greater relevance in schooling is 
necessary to understand why the Project Method made the impact it did.
At its most rudimentary level the rural/agricultural call for relevance was based on the 
concern to preserve. That is to preserve a rural lifestyle primarily based on agriculture and 
its associated trades.
The manufacturing/ industrial call for relevance was based on responding to the 
current situation and anticipating the demands created by the future.
So although both were advocating change in education the reasons for doing so arose 
from different positions. Yet it can, and will be shown, that there was an interaction between 
developments in one sphere that were 'picked up' and developed further in the other in a 
'spiral' manner. A brief reference to the influential work of Liberty Hyde Bailey in the 1890- 
1910 period illustrates the dynamics of this interaction.
The following quote from Bailey was used In Part 1 of this chapter
'.. to be close to the earth is to set one's life in order, to return to the simplicities that
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are the moral bulwarks of civilisation. Agriculture is not only the rock foundation of 
democracy; it is the very basis of humanity, morality, and justice".
(quoted in Cremin 1961, p76)
As has been noted earlier he was the most prominent and adamant (Cremin 1961, p76) 
of those claiming that a strong rural/ agricultural community was necessary to preserve the 
American democratic society and the values that informed it. As he took every opportunity to 
remind his many audiences it was founded in and grew from this base. It has also been seen 
how his ’solution1 to the problem centred on the school and the need to make the curriculum 
experienced there more relevant to the children from the rural/ farming communities. The 
’Nature Study Movement' which he pioneered and supported from his university base was a 
practical response to providing, or increasing, this relevance. Its phenomenal success was 
considered earlier.
This is readily acknowledged (ie. Cremin, Kliebard) but I would argue that the 
contribution of Liberty Hyde Bailey to the transition  from questioning the relevance of what 
was offered to rural children through the traditional school curriculum to demanding an 
appropriate curriculum may actually be greater than has been acknowledged. Prior to Bailey the 
emphasis on increasing the farmer's understanding of the benefits of a more scientific approach 
to his work and to equipping him with the necessary knowledge had been to work down from 
the colleges and experimental stations. Bailey's initiative was that a 'bottom up' approach 
based on his belief that it was via additions to the children's school curriculum that the 
desired relevance could be achieved. However, as the addition of nature study to the existing 
classical/humanist curriculum spread it had two effects. Firstly, by its very inclusion it raised 
the issue of what counted as knowledge or more specifically, what counted as worthwhile 
knowledge. Worthwhile enough that is to be taught as part of the school curriculum alongside 
the other worthwhile forms of knowledge. This raised crucial epistemological issues.
Secondly, the veiy form of nature study was bound to challenge the methods used to 
teach it. Bailey was certainly aware of this development as he talked of a
'new species of curriculum based on science -experiments, laboratory work and farm 
demonstrations"
(Bailey 1893, plO-11 in Cremin 1961, p77)
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This raised pedagogical issues in relation to how learning takes place.
As has been argued throughout this study the epistemological and pedagogical 
dimensions of teaching and learning are intricately related and Bailey's nature study ideas 
'opened up' both of these to further scrutiny. Its success both arose from and contributed to the 
further development of the relevance issue. True (1929), in his monumental work, A History 
of Agricultural Education in the USA: 1785-1925 commenting on its impact notes
"Nature Study made a permanent impression on the school curriculum"
(p384)
before noting that
"Nature Study soon came into contact with the movement for improvement in 
agriculture".
(p385)
He further observes that
"The spread of the nature study and school garden movements intensified the desire of 
farmers and other friends of rural education to have instruction more definitely related 
to agriculture in the rural elementary schools which were the only educational 
institutions attended by the great mass of farm boys."
(p389)
What counts as knowledge and how it is acquired are central issues in curriculum 
design in any time or place. Bailey's contribution at this unsettled time was to offer a tangible 
development that was enthusiastically received by children, parents, teachers and legislators 
and was clearly successful (Jewell 1907, True 1929). However, once the success of this 
development was seen and the reasons for it reflected upon, it invariably led to an examination 
of other areas of schooling. Centrally, it raised the issues of what could legitimately be 
included within the school curriculum? What was the most effective way to organise teaching 
to maximise the intended learning? The success of the Nature Study movement, as led by 
Liberty Hyde Bailey, played an important part in the accelerating the momentum that this
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questioning process was gathering.
The Manual Training Movement has been considered earlier in relation to the 
movement towards increased relevance in the manufacturing/industrial sphere. It was noted 
that, like nature study, it also had to establish its place in the curriculum alongside the 
traditional subject areas and great care was taken by its early proponents, especially 
Woodward, to argue that it did not present a threat to these. It was also noted that those who 
opposed its inclusion (ie White and Harris, N.E.A. Proceedings 1889, in Cremin 1961, p31) 
argued that if included, it would dilute the real purpose of education in school. They recognised 
the epistemological implications, or dangers from their perspective, of the introduction of non 
intellectual additions to the school curriculum.
What is of particular significance to this study is the consequences of these 
developments on existing pedagogy. What the addition of either (or both) nature study and 
manual training to the curriculum did was to require a change in teaching approach. The very 
character of these two required activity on the learner's part. Of itself, this inevitably implied a 
different role for the teacher.
As has been noted throughout, epistemological considerations do not exist in a vacuum 
and have a direct bearing on pedagogy. Thus any challenge, or change, made to the knowledge 
base of the curriculum was almost certain to have a 'knock on effect' into a reconsideration of 
the teaching styles employed. Pedagogic changes will almost always follow as a result of 
changes in either epistemology or learning theoiy, or more often as a result of a combination of 
these elements.
The next section explores the issues highlighted above within the specific context of 
agricultural education. What was the most effective way of organising and teaching the 
knowledge, skills and understanding required by modem scientific farming in a way that made 
it attractive and effective for its target audience?
The following explores just how problematic this had proved to be for over two 
decades, much to the frustration of those involved, including one Rufus Stimson.
The Impact of the 'What' on the 'How1: the quest for an appropriate pedagogy
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for agricultural education.
Agricultural education in the last quarter of the nineteenth century and the first two 
decades of the twentieth provides an excellent example of the relationship between 'the what’ 
and 'the how' and of the dynamics therein. The significance of the establishment of the Land 
Grant Colleges in 1862 in relation to what could legitimately be included in the curriculum for 
publicly funded institutions has been referred to. Precedents are always of importance when 
arguing for change and as Kliebard (1995, p i l l )  and Wirth (1972, p2 and 89) note the Morrill 
Act was often quoted to support the case for vocational education.
The actual founding of the colleges themselves was however merely the first step. It 
was noted in Part 1 (above) that one of the major problems when the land grant colleges were 
created was that there was not a body of knowledge that provided the basis for agricultural 
education. Further, the only people available to staff the new institutions had to come from the 
existing colleges and universities with their own academic traditions. Based upon a classical 
humanist foundation these were dominated by an intellectual, as opposed to an empirical, 
approach to teaching and learning. One need not suspect any deliberate attempt to undermine 
the brief given by the Morrill Act " to teach such branches of learning as are related to 
agriculture and the mechanic arts" and Eddy (1957, chap 2) details many of the attempts made 
to advance a more empirical approach. However, Cremin's (1961) summary of this early 
attempt at vocational education provides useful insights
"The seventies and eighties were decades of trial and error for the newly 
established Agricultural and Mechanic (A&M) Colleges. Almost all of them had 
established demonstration farms and attempted to relate their efforts to classroom work 
in agriculture, horticulture and animal husbandry. Much of this work was little more 
than apprenticeship under a superintendent farmer-professor; some of it, on the other 
hand, became a highly abstruse business of classifying and memorising that had little to 
do with the practicalities of agriculture."
(p48)
The question as to what content was appropriate for the 'practicalities of agriculture' and what 
methods it should be taught by were obviously intertwined.
True, who is generally very positive towards the colleges, has little doubt as to the
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reasons behind this early failure to meet these expectations and readily concedes that it was due 
to confusion in both the epistemological and pedagogic spheres.
"The lack of a satisfactory body of agricultural knowledge with special reference to 
American conditions made the agricultural course in the land grant college during the 
first 25 years after the passage of the Morrill Act of 1862 unsatisfactory from a 
pedagogical point of view, and the methods of teaching, chiefly by text books and 
lectures, combined with the labour requirement, made them unattractive to students."
(p!92)
True continues
"Those who had been the chief promoters and supporters of the college land grant act 
of 1862 had expected that the colleges thus endowed would do much to advance 
agricultural knowledge by experimental work."
(p!92)
His reflections on this period lead him to conclude that the first role of the colleges was to 
actually explore and create the necessary knowledge base and began to explore more 
appropriate teaching methods.
""After these colleges were established it was soon apparent that a large amount of 
such work would be required before a satisfactory body of agricultural knowledge 
which might be used for teaching would be available"
(p!92)
This was clearly a time when both the ’what' and the 'how' of education within one specific 
sector of the public system was being examined. True notes that the realisation of the serious 
difficulties of those working in the new colleges was a shared perspective and led to 
cooperative action. He documents a series of meetings, conventions and conferences from the 
early 1870s onwards. The dominant issue being that of establishing a body of knowledge that 
could then be used to further the interests of those engaged in agriculture. It is interesting to 
note that the idea of 'experimental stations' to support this development was first mooted in the 
1871 Chicago Meeting, some 16 years before the Hatch Act.7 .
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Through the detailed accounts True provides of the gatherings of agricultural educators 
throughout the 1880s one can see the limited success of the Land Grant Colleges in making an 
impact on agricultural practice is acknowledged. One can also clearly see that the call for the 
addition of 'experimental stations' was intended to serve both epistemological and pedagogical 
ends. The Chairman of the House's of Representatives' Committee of Agriculture asserted in 
1883 that experimental stations were necessary and desirable because
"the investigations undertaken there would greatly benefit the students as 'object 
lesson' and would perfect and give practical value to the work of the colleges, as 
contemplated in the original law creating them"
(Knapp 1883, U.S. Dept. Agric in True, 1929 p205)
The year of the passage of the Hatch Act (1887) also saw the formation of the 
Association of American Agricultural Colleges and Experimental Stations and this was to 
become the professional body for all those involved in agricultural education. It was an 
important development for it was through this organisation that the search for 'the what' and 
the most effective 'how' of education for agriculture would take place. Its significance for the 
present study is considerable because of the origins of the Project Method in agricultural 
education but also because, as will be shown, Rufus Stimson was actively involved in this 
organisation prior to moving to Northampton to lead Smith's Agricultural School. The specific 
local influences that were at play as he did so are considered in detail in the following chapter 
but an awareness of his involvement in the broader scene is also necessary. True's careful 
account of the issues discussed by the Association (mainly through conventions) in its first two 
decades illustrates the consistent attention paid to establishing an accepted body of knowledge 
for agricultural education. Alongside this one can also discern a steady increase in the attention 
delegates were giving to seeking the most effective ways of teaching this. He observes that
".. there came about a general movement for the accumulation of new agricultural
knowledge, its reduction to pedagogical form from the beginning educational
problems were more or less discussed and gradually arrangements were made for their 
orderly and continuous consideration...." (p211)
Read 'at face value' the above appears very professional and even a little altruistic but
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the annual convention's proceedings also reveal that the agricultural education courses were not 
recruiting as well as was anticipated. True quotes figures from the Government Office of 
Experimental Stations (1894, Circ. 27 in True 1929, p213) that show 17 colleges had less than 
25 students on agricultural courses with a further 13 having less than 75. The numbers 
graduating nationwide that year was a mere 229. When compared with the rising figures for 
engineering the position looked even worse. Throughout the period up to 1900 there is an 
increase in comments relating to the need to make the courses more attractive to the students. 
The means of achieving this was believed to be through making the course 'meet the real 
needs' and by becoming 'more practical'. Significantly, from the early 1890s the issue of 
method comes to feature more prominently when course 'attraction' is discussed. In 1894 it 
became the central agenda item with the President's address deploring the lack of agricultural 
students due to the economic depression of agriculture and pointed out the need of making 
agricultural course more attractive through examining the methods of teaching being employed 
(True 1929, p214). Responses included a call to 'systemise instruction in agriculture' and the 
need for 'reducing agriculture to pedagogical form'.
Reflecting the increased importance being given to this area the Association established 
a Committee on Methods of Instruction in 1895 with the brief
"..whose duty it shall be to report annually upon best methods used in various 
colleges...for the instruction of students in the practical and scientific facts relating to 
agriculture with a view to bringing instruction in agriculture into pedagogic form."
(Proceedings 1895, in True 1929, p216)
This was a major development. The Committee gave its first report the following year having 
collected and collated data from about 50 colleges. It reported that it could be
".. plainly shown that there exists at present in this country no standard for instruction 
in agriculture."
continuing that they had found a "bewildering variety" as regards content, time, course 
progression, amount of experimental work concluding that
"One great obstacle to the intelligent discussion of the scheme of agricultural instruction
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and the methods of agricultural teaching is the lack of a definite nomenclature of the 
subject"
(Proceedings 1896, in True 1929, p216)
The next three reports concern themselves with what should be included in agricultural 
education courses and provided detailed syllabi for the main branches it felt should form the 
basis of each course 8 . As Cremin notes these were "rapidly taken up by agricultural 
professors early seeking the comfort of a well defined body of subject matter". (1961, p49) 
However, it is its fourth report of 1899 that is of particular significance to the present 
study for it focuses specifically on pedagogy. It identifies the pedagogic problems that beset 
agricultural education in its present form and which needed to be addressed as a matter of 
urgency.
".. we are inclined strongly to contend that in the courses in agriculture a
comprehensive scheme of instruction should be adopted And we urge that one
radical defect of agricultural instruction thus far has been that so much 
of the teaching of agricultural subjects has been done in a disjointed 
way.... The student has therefore often not had the subject of agriculture presented to 
him as a connected whole with related parts... at some period in his agricultural 
course he should have all these subjects grouped together in a course on 
agronomy and there learn the relation to each other.."
Until this takes place the Report concludes that the students will continue to
"fail to appreciate that there was any such thing as a science of agriculture..and has 
not learned to make any useful application of what he has learned...in
either the theory or practice of agriculture".
(emphases added) (Proceedings 1899 in True 1929, p218)
This is phrased in powerful language and the message is unequivocal: until an appropriate form 
of instruction is developed the best intentions of all those involved in agricultural education will 
continue to be frustrated and it is possible to detect a real sense of frustration in the above
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extracts.
What is of great significance in this Report, coming as it did from the National 
Committee on Methods of Instruction from the National Association of American Agricultural 
Colleges and Experimental Stations is the total absence any recommendations or even any 
experimental methods worthy of further consideration. The consolidation and movement 
towards an agreed curriculum content was proving much easier to achieve than the parallel 
search for an appropriate method of instruction. The realisation that a curriculum model 
requires both to be successful is implicit in the above extracts.
Certain elements were, however, now generally accepted as being necessary. These can 
be identified as
- the need to involve the student actively rather than continue with what Bailey had 
called,"sit still methods and screwed down seats",
-the need for theory and practice to be brought together in a way that informed practice, 
-the need for it to be attractive to the students themselves (recruitment numbers was a 
very real issue in the 1890-1905 period)
-the need to make use the 'scientific method' with experimentation, observation and 
detailed recording to the fore to produce solutions to real problems
while the acknowledgement of the need for 'economic relevance to the local community and its 
specific concerns' was frequently restated.
References to all these feature regularly throughout the proceedings in the proceedings 
of both the Methods of Instruction Committee and the Association itself in the period either side 
of 1900.
An approach that satisfied all of these proved elusive to either find or create. However, 
in 1903, it did seem as if this might have been achieved. Prof. Seaman Knapp had been 
involved in agricultural education at both Cornell and Iowa and had been a central figure in the 
1880s movement to secure public funds for the experimental stations. As with so many of his 
colleagues leading agricultural courses in colleges across the Union he had also been engaged 
in seeking an approach that brought the key elements identified above together. His biography 
(Bailey 1945) clearly traces his commitment to 'scientific farming' seeing this, as with many 
others, as the means to regenerating thriving rural/agricultural communities. 'Demonstration 
farms’ were not a new development and had been a common feature in the way the land grant
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colleges were set out after 1862. They were given a further impetus by the arrival of the 
experimental stations some 15 years later. Work on these was clearly an accepted part of many 
courses by the turn of the century but their perceived 'once removed' nature from the 
conditions on a 'real' farm and the often passive, as opposed to active, manner in which they 
were used with students limited their impact.
Bailey's biography details how Knapp came to an arrangement with a local farmer to 
use his own farm as the demonstration one. Seed, techniques and advice were provided by the 
Department of Agriculture but any profits went to the farmer himself while any losses were 
underwritten. This idea was first tried in Texas in 1903 but had not reached an evaluative stage 
before a crisis arising from a cotton bug infestation caused a statewide panic (Cremin 1961, 
p80). Knapp's embryonic method was perceived as the best available strategy to tackle this 
outbreak and with emergency federal funds Knapp formed and lead a team that operated as the 
Cooperative Demonstration Work programme. In 1904 and in Texas alone some 1000 
meetings were held and over 7000 demonstration farms formed. As Cremin (1961) notes
"The success of the demonstration work quickly made Knapp an almost legendary 
figure"
(p8U
An earlier biography by Martin reflects this in its title The Demonstration Method: Dr Seaman 
Knapp's Contribution to Civilisation.
The Demonstration Method, as modified by Knapp in Texas, was seized upon not just 
for its success in controlling the Mexican boll weevil but because it seemed to satisfy much of 
the agenda identified by the Committee of Instruction as they sought the 'best method' (above). 
The demonstration method flourished in agricultural colleges in many states from 1906 
onwards, sometimes in its original from, sometimes linked with the seed and nature study 
clubs (see above) and was also became linked with the developing field of home economics.
However, the main focus for agricultural education had been steadily moving away 
from what was happening to the few in the colleges to the many in the schools. The earlier 
consideration undertaken has shown that those concerned with the decline of the rural 
communities in the 1860 through to 1900 had increasingly identified the school and its 
curriculum as both part of the problem and almost always a key part of the solution.
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The way the Land Grant Colleges had developed had frustrated many concerned with 
making farming and rural living sufficiently attractive to the 'ordinary child'. The experimental 
stations had been more successful in bringing the results of scientific farming closer to the 
farmer's own agenda but as the 1894 Annual Report of the Director of the Office of 
Experimental Stations (in True 1929, p329) shows there was now an 'official' realisation that 
the school level had also to be addressed.
"What is needed is courses in agriculture in numerous schools to which farmers' 
children resort, near their home, 'to finish' their education after they are through with 
the common schools."
In effect, the concern with the problems of the farming sector of society had broadened 
beyond those directly involved. The arguments of Liberty Hyde Bailey regarding the 
apocalyptical political and moral consequences and the economic concerns about potential food 
shortages to feed the burgeoning urban centres increasingly touched chords. President 
Roosevelt's decision to set up a Commission on Country Life in 1908, charging it with 
"gathering information and formulating recommendations for alleviating rural distress" (Cremin 
1908, p82) is indicative of these concerns now being felt at all levels.
True (1929) comments
"After 1900 the movement for secondary (that is below college level) education in 
agriculture developed rapidly and broadly. It was promoted by Federal, State, county, 
and local agencies."
He further notes how the the Office of Experimental Stations' brief of 1903
"to investigate and report upon the organisation and progress of farmers' institutes... 
with special suggestions of plans and methods for making such organisations more 
effective in the dissemination of the results of the work....and of improved methods 
of agricultural practice.."
(emphasis added) (p330)
was amended in 1906 to insert "and agricultural schools" after 'farmers' institutes' and how
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this was indicative of the increasingly important role being identified for the school. Perhaps 
'officially acknowledged' might be more appropriate for, as has as been demonstrated, those 
directly concerned with the maintenance and development of thriving rural communities had 
long since identified this role.
This quote further reinforces the nature of this ongoing search for a method that was 
particularly applicable to the broad and specific aims of education for those who would make 
their living through agriculture.
The role of the Office of Experimental Stations during this period was an important 
one. True (1929) defines it as
". .a clearing house of inform ation and advice regarding the course, personnel, 
equipment, illustrative material and literature for secondary instruction in agriculture. 
Representatives of the Office were active in meetings of the National Education 
Association, the American Association for the Advancement of Agricultural 
Teaching-.summer schools ... conferences, courses "
(emphasis added) (p330)
This 'clearing house' role was a particularly important one in a period when there was 
so many changes and developments both taking place or being mooted at conferences, 
meetings etc. As True concludes
"Much of the work done by the agencies and institutions interested in this movement 
was necessarily tentative and experim ental. "
(emphasis added) (p330)
It is interesting to note as one reads the proceedings and reports of the conferences held 
both by those involved in school education in its broadest form and of those concerned 
specifically with agricultural education that the tension between vocational education and the 
traditional common education continued to be raised. The Office of Experimental Stations 
Annual Report of 1909 is evidence of what True (1929) refers to as the search for
"ways in which such (agricultural) instruction could be developed in harm ony with
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the ex isting  educational systems of the United States"
(emphasis added) (p332)
While calling for the inclusion of agricultural to be included as apart of a child's education it 
contains the following
"... the unity of our educational system should be maintained, but there should be
sufficient elasticity of curriculum to meet the various needs of our people and... the
standard agricultural courses, whether in in ordinary high schools or in special 
schools, should not be narrowly vocational, but should aim to fit the pupils for life as 
p ro g ressiv e , broad minded, and intelligent men and women, citizens and home 
m akers, as well as farmers and horticulturists."
(emphases added) (ibid)
One can recognise some of the fundamental differences that were identified earlier 
between the agricultural and industrial interest groups' agenda in the above comment. It also 
reflects the increasingly polarised debate that took place leading up to the passage of the 
Vocational Education Act (Smith -Hughes) of 1917 and which continued long afterwards. It 
was fundamentally a philosophical debate about the nature and purpose of education in relation 
to both the needs of the individual and of society. Whereas there had been a broad based 
agreement about the failings of the existing system and the need to make it more relevant to the 
changed situation there were reservations about the adoption of a pure vocational model. This 
is explored in more detail below. The early century 'experiments' that True referred to can be 
seen to have taken more or less account of the specific and broad aims of vocational education 
within the American educational tradition.
Useful as concepts such as 'trends' and 'movements' are all historians need to remain 
aware of the ongoing and two way dynamic between the particular and the general. No 
'movement' can originate in a vacuum. However, once knowledge of a particular event or idea 
moves beyond its original situation and is taken up by others it generates its own momentum. 
This, of itself, can affect the further development of the original idea/concept. The support (ie. 
intellectual, financial, political) or not, given to the idea by those in positions of influence can 
often affect the degree of momentum that is generated but will rarely guarantee success unless
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its central features relate back to the particular circumstances of those who might apply the idea. 
It is neither a linear nor a circular process. This whole study has been informed by the above 
and the final part of this chapter reflects this as it begins to explore the interaction between the 
general and the specific in a particular time and location..
The final part of this chapter therefore examines education, and specifically vocational 
education, in the state of Massachusetts in the decades either side of 1900. It seeks to explore 
if, and how, the broad movements identified and examined in the first two parts impacted upon 
this particular state, and in what way. At the same time it explores how the developments that 
did take place here in this period were not merely reactions to broader movements but in certain 
ways acted in a catalytic way which affected the direction and pace of broader 'movements'.
The reason for focussing on developments at a state level was noted at the outset of the 
chapter but can be outlined briefly here. The nature of a federal government system such as 
operates in the U.S.A. means that the level between the national and the local can be of greater 
significance than in other forms of government. The research undertaken for this present study 
shows that this was the case in education during this period. It is certainly necessary to 
understand the impact broader influences operating during these years. It is also necessary to 
understand the specific factors at play in the town and school where the Project Method 
originated. This forms the focus of the final chapter. However to 'jump' from the former to the 
latter would leave many key questions unaddressed and would not result in the level of 
understanding being sought here. Yet, it would also be wrong to view this next part as merely 
a link between the two for its significance to both the broader, general developments and its 
influence on the specific particular ones is very considerable.
Part 3 
Educational Developments in the State of Massachusetts in the 1890-
1910 Period with Particular Reference to Vocational Agricultural
Education
In 1905 the Massachusetts Legislature authorised the State Governor to set up a 
commission to review the relationship between the needs of the state's industries and the 
education being provided by its schools. It was charged with making recommendations for 
change if its results suggested this was necessary. Officially titled the 'Commission on
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Industrial and Technical Education' it quickly became commonly known as the Douglas 
Commission (after the then Governor) and its report of 1906 as the Douglas Report. 9 .
The fact that an established and traditionally influential state like Massachusetts should 
consider it appropriate to examine 'relevance' in the school/work relationship in 1905 is 
indicative of the uncertainty with regard to the role and purpose of education in relation to 
society of this period. 10 . The Commission's brief read
".. to investigate the needs of the state in various industries and to determine how far 
the needs are met by existing institutions...
and
"consider what new forms of educational effort may be advisable"
(pl-2)
As a result of its hearings the Commission reported that there was
"widespread interest in the general subject of industrial education or special training for 
vocations" (p3).
It stated that this support came from "manufacturers and wage earners", "expert 
students of education" and "students of social phenomena" (p4).
One can clearly detect the ever present tension between the needs of the individual and 
the needs of society in the Report. Indeed some of the concepts used are exact echoes of those 
used some 20 years earlier when manual education was advocated. The case is presented that 
the worker's "dignity", "self respect", "self reliance" (p5) are more likely to be developed 
through "industrial education" that acknowledges the changes that have taken place in recent 
decades. There is, however, a noticeable shift of emphasis as to how these will be achieved. 
There are no references to 'job satisfaction' but many references to "securing earlier and greater 
efficiency as wage earners" (p7 ).
Links are made with contemporary developments in sociology and psychology and 
used to support the its conclusions
" The latest philosophy of education re-enforces the demands of productive industry by 
showing that that which fits a child for his place in the world as a producer
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tends to his highest development physically, intellectually and morally", 
(emphasis added) (p20 )
The addition of 'producer’ to the 'fitting' is indicative of the increasing importance of 
work in defining both self and others that was clearly underway during this period. It is the use 
of the terms 'efficiency' and 'inefficiency' or, more often, 'waste' that is of particular 
importance in the report. They are early indications of the use of business terminology in an 
educational context that was to become prevalent. The Commission reported that it
"..was made aware of a growing feeling of inadequacy of the existing public 
school system to meet fully the need of modern industrial and social
conditions too exclusively literary in their spirit, scope and methods"
(emphases added) (p5 )
Its review of manual training as a solution to the problems is both damning and 
dismissive. Its failure "to be conducted without reference to any industrial end., severed from 
real life" (pl8 ) make it an irrelevance " a sort of mustard relish, an appetiser". This reflects the 
line that had been taken by the National Association of Manufacturers (N.A.M.) over the last 
decade and is indicative of the powerful influence on and within the Commission, of the 
manufacturing/industrial interests. The Report details how they were
"told at almost every hearing that in many industries the process of manufacture and 
construction are made more difficult and more expensive by a lack of skilled 
workmen" (p6)
The influential Conclusions and Recommendations sections and the language used there 
reflect the gathering momentum of the vocational education movement and the inroads 
industrial thinking and terminology had made. Together they provide an early insight into the 
way in which the role and purpose of education in the U.S.A. was slowly but surely being 
redefined during these years. 11 .
The Report concludes that for those children who leave school at fourteen
L.Smart Page 189
" ...the first three or four years are waste years as far as actual productive value of 
the child is concerned, and so far as increasing his industrial or productive 
efficiency. "
(emphasis added) (p20)
It concludes that any changes to the school system must address these issues and 
concern themselves with "eliminating this waste" and "to increase the child's 
productive efficiency" (p23). As a result of its work the Commission made one major 
recommendation, namely that
"industrial training, agriculture, domestic and mechanical science.. that there should 
be, distinctive industrial and agricultural schools separated entirely from the public 
school system." (p23)
Before turning to consider the impact this recommendation had and the implications for this 
present study there is one further aspect of the Commission's work that is worthy of note. 
Alongside the traditional public hearings and submissions sent to it by interested parties it also 
collected data it what, in 1906, was a pioneering way (Kliebard 1995, p86). It appointed an 
"expert investigator" who was a "trained student of sociological problems" (its terms) in the 
form of social scientist Dr Susan Kingsbury. 12 .
Her report was presented as an appendix to the main one with the title "Report of the 
Sub Committee on the Relation of Children to Industries". Wirth (1972, p78) is in agreement 
with Lazerson and Grubb's (1972, p76) evaluation of this as a "highly influential study" while 
Kliebard (1995, p88) refers to it as "powerful and timely".
Kingsbury's study showed was that there were some 25,000 children between the 
ages of 14 and 16 who had opted out of school but were not employed or employed in "low 
grade, low paid, unskilled work". Her study showed that the decision to 'drop out' of school 
was not a result of family pressure to 'earn', was not directly related to social class but was a 
result of the child’s own rejection of what the school was offering to him/her at his age.
She reports that fourteen
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"is the age which brings the child the desire to begin to do something.... At fourteen he 
is physically ready and mentally and morally anxious to cease imitating and to become 
creative."
(p85/86)
The rhetorical question is then posed
"Is it not the subject taught and the way of teaching it, in addition to the 
numbers taught, which are responsible?"
(emphasis added)
She labels the 14-16 range the 'wasted years' noting that any opportunities for skilled 
training do not begin until after 16. Listing in detail the alternatives of idleness, menial jobs or 
work in the unskilled/lower industries with their "distinctly bad influences" or even "evil 
influences" (p 88) her conclusions are at one with the main Commission's.
.. between 14 and 16 it (education) should combine the practical training in specific 
industries with academic work as applied to industrial problems, to develop intelligence 
and responsibility." (p92)
The answer lay in industrial education.
The Commission's Report was therefore a powerful, multi-faceted argument for the 
state to actively involve itself in the development of industrial education. The case made 
identified benefits for the individual, for the locality, for the state and for the nation as a 
whole. These benefits were to be realised through identifying and preparing each child so that 
they could maximise his/her economic contribution. This was the 'fitting' process that is used 
throughout the Report and to ensure it happened a new type of school with a different 
curriculum and different teaching approaches was required, namely the industrial school.
Ever present in the background of both the main Report and the Kingsbury appendix 
are the spectres of what will happen if these issues are not addressed speedily. These included 
local and national economic decline, increasing social unrest, a decline in personal 
responsibility and morality. Lazerson and Grubb (1972, pl5) echo the notion explored earlier 
referring to "a society in disarray" and of "a public increasingly concerned about the apparent
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disintegration of society". The panacea presented to the Massachusetts Legislature in 1906 was 
clearly 'specific occupation training' in vocational education, in schools set up for this purpose.
The importance and impact of the Douglas Report is to a large extent due to its timing 
and its form. As a public commission it collected its data via geographically spread public 
meetings, took written submissions from all interested parties and then used these to inform its 
recommendations. To describe the commission as neutral or aspiring to objectivity would be 
inaccurate but, unlike some of the more polemical papers from bodies firmly committed to the 
advancement of vocational education (ie. the N.A.M.), it does make an attempt at a 'balance of 
treatment'.
It was noted earlier that in the years after 1906 the vocational education movement 
gained increased momentum. Industrial terminology of inputs and outputs, measurement and 
waste and especially efficiency came to be used with increasingly frequency when the 
organisation of all aspects of schooling, including teaching methods and the curriculum were 
discussed. The Douglas Report brought together the arguments of the previous decade, 
represented them in a succinct style and, significantly, was able to lay claim to a scientific basis 
through Kingsbury’s work. Interesting as its impact on the national scene might be it is its 
impact on the educational system of Massachusetts that is of particular relevance to the enquiry 
being pursued here.
Before turning to this, there is one small section within the report, section 4 (p6), 
consisting of no more than three sentences that is of great significance to this present 
investigation. The Commission reports that it although it found almost all of its 143 witnesses 
in favour of industrial education they were unable to define clearly what they meant by this and
"The Commission was not able to learn that even the people who are most interested in 
industrial education have any definite ideas as to its proper purpose or method. One or 
two carefully considered plans were presented, and some practical suggestions were 
offered by Mr Charles Warner, Principal of the Technical High School in Springfield, 
whose communication is appended. With these exceptions, when the question 
was asked, "Have you any plan to propose for meeting the need of 
which you speak?" the answer was, "I have not thought so far,"or ,"I 
leave that for the Commission to decide ". (emphases added)
When considered in relation to the changing socio-economic society there was clearly
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widespread agreement that the present system was inadequate. Further, there was an increasing 
degree of agreement that industrial or vocational education was a central part of the answer. 
However, beyond this point and with regard to epistemological and pedagogical 
considerations there was clearly a considerable amount of work to be undertaken.
Wirth (1972) summarises this position in the following way
".. an early manifestation of the yearning to find some magical solution to the school 
problems of the industrial age. The 1906 version was 'industrial education will provide 
the way-but don't ask us what it is.'"
(p78)
As has been indicated, and will be further explored, such a situation created fertile 
conditions for new ideas to be proposed and tried. Some of these had an organisational 
emphasis, some a pedagogic one. As the 'best way' of realising the agreed intentions was 
sought, interest in different innovations was very high and often received the support of those 
in state and federal positions. One key aspect of this support was in disseminating information 
about what was taking place in what were often quite obscure locations. The Project Method 
was one of these innovations that quickly attracted interest beyond its immediate environment.
The next chapter explores the particular factors at play at Smith’s School in the town of 
Northampton when the Project Method was first used in 1908. However, before moving to 
this consideration of specific local factors it is necessary to continue this examination of the 
Massachusetts situation a little further. It is necessary because of the changes that the Douglas 
Report brought about in the organisation of the state's school system in the 1907-1910 period. 
The period which corresponds with the first years of the newly opened Smith's school in 
Northampton under the Directorship of Rufus Stimson.
It was noted (above) that the central recommendation of the Douglas Report was that 
dual system of schooling be set up in the state. This was enacted the following year with a 
Commission of Industrial Education operating in parallel with the Board of Education. 
However, overlapping agendas and rivalries prevented the new system working effectively 
(Drost 1967, p96) and in 1908 the functions were merged and a new Board of Education was 
created. Under the legislation a new Commissioner for Education would be the chief executive
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with two deputies, one responsible for developing and overseeing industrial education and the 
other with similar responsibilities for the common schools.
As a result of the research undertaken for this study it is now possible to identify that 
the person appointed as Commissioner, and the person he subsequently appointed as his 
deputy is of great significance. The two, David Snedden and Charles Prosser, are centrally 
involved in first drawing attention to and then actively promoting the teaching and learning 
model Stimson had developed at Smith’s school. Their reasons for so doing are considered 
below. 13 .
In late 1909 Snedden was 'head hunted' by the Chairman of the new Massachusetts 
Board of Education and persuaded to accept the position of Commissioner (Drost 1967, p96). 
It is interesting to note that the Chairman who undertook this was Frederick Fish, a leading 
corporate lawyer who had outlined his own beliefs on education at an early N.S.P.I.E. 
conference and is on record as stating
"that what was good for industry was good for national life and anything that stood in 
the way of industrial progress should be eliminated. Further, the workers needed 
industrial education so that they could understand their role and responsibility to this 
process and understand how in the long term it was in their own best interests.
(N.S.P.I.E. Bulletin No.l, 1907, p25-26 in Wirth 1972, p81).
He had clearly sought out someone who he felt was in sympathy with his own beliefs and who 
could lead the state in developing its educational system, particularly the industrial education 
sphere in line with the Douglas proposals (Drost 1967, p98). The dual system had clearly been 
unsuccessful in achieving this and as Drost notes
"Massachusetts' concern for industrial education was closely related to its growing 
concern over the migration of the textile industry to the South and West and to the 
decline of its agricultural production".
(p96)
There was clearly a degree of urgency and as the 73rd Annual Report of the Board of 
Education (Massachusetts 1910, p l l  and pl43) shows there were high expectations of the
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newly appointed Commissioner.
Later in this year's report there is an appendix with the the title 'Independent Industrial 
Schools' which takes the form of a general historical review of ideas and innovations over the 
previous 25 /30 years. Manual training, school gardens, the Sloyd method are all mentioned as 
attempts to bring vocational elements into the school experience. However, there is one 
particularly significant paragraph towards the end of this review. It reads,
"Thus it will be seen that, while great activity has been exercised along industrial lines 
during the past few years, it has been a period of trial and experimentation. 
Nor is the end of experimentation in sight. That there will be a steady growth 
in a better preparation for vocational life no one doubts. But the precise form of 
that preparation is not yet assured".
(emphases added) (Massachusetts Board of Education 1910, pl67)
I suggest that this brief paragraph provides a wonderful insight into the existing stage 
of industrial/vocational education in a state that was at the forefront of exploring how to 
proceed in this sphere. There is the 'belief that this is the correct direction to be moving in, the 
appreciation' that a range of ideas have been tried so far but with the tacit acknowledgement 
that none of these has so far provided 'the precise form' being sought. Further experimentation 
is therefore regarded as both necessary and desirable.
This was the last Annual Report before Snedden took over and he became responsible 
for writing the subsequent ones. It is a significant document for this study for a number of 
reasons. First, it confirms that the position of industrial/vocational education in Massachusetts 
was in line with what was happening on the national scene as considered earlier in the chapter. 
Earlier innovations, manual training, school gardens etc had all made an impact on the state's 
schools. Secondly, this Annual Report (1910) clearly identifies that the search for an 
appropriate form of organisation, curriculum and methodology was ongoing.
The following year's report, the 74th (1911) is radically different from its predecessor. 
The general, sweeping overviews are replaced with observations based upon detailed lists of 
facts and figures. The word 'efficient' features frequently as summative statements are made 
with regard to each sector’s ability to achieve what is expected of it, or rather what Snedden 
identifies as its purpose and role. Several sections are actually concluded by a comprehensive
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and detailed Bill ready for submission to the Legislature which would enable the 
recommendations made to be carried out. The "period of comparative inactivity" noted in the 
previous (1910) years report had clearly ended and the "recognition of the necessity of 
adjusting public school conditions to the times" (p i6) was clearly underway. Organisation and 
structural models are presented and progress in their implementation detailed; curriculum 
outlines are listed as being drawn up and detail is given of certain teaching methods which 
clearly receive official approval. The Project Method is the most prominent of the these.
Snedden’s first year in office had clearly been a very busy one. One of the very first 
things he did was to make himself familiar with what he was responsible for and he ordered a 
survey of the different sections of the state’s educational system (Drost 1967, p i06). The 
major part of 1911 Board of Education's Annual Report (the 74th) consists of his account of 
the findings and his interpretation of these. The historical overview of the development of the 
state educational system, in its different sections, is interwoven with his own beliefs about the 
role and purpose of education in the changing socio-economic society.
Pages 41-43 of the 1911 Report are particularly relevant to this study for they consist of 
a special report on Agricultural Education. Snedden had delegated responsibility for different 
areas of his survey and this section is credited to Stimson, Allen and Prosser. As has been 
noted, Charles Prosser had been brought by Snedden as his Deputy Commissioner earlier that 
year and given responsibility for Industrial Education. Charles Allen had been involved in the 
development of one Massachusetts' earliest Industrial schools and had been appointed an agent 
of the board "to assist in the promotion of vocational schools" (Massachusetts 1912, p ll) . 
Rufus Stimson, while continuing as Director of Smiths' School had been co-opted as a 'special 
agent' to contribute to this part of Snedden's overall survey (Massachusetts 1912, pi 1).
There are no details as to why Stimson was asked to contribute to this survey but, as 
the consideration of the development of a more relevant education has demonstrated, the 
agricultural lobby remained an influential one. The survey Snedden authorised on taking office 
in 1909 obviously needed to include an examination of the provision for agricultural education 
and a representative of this sector was required. Coming to a new post in an unfamiliar State 
Snedden may well have asked his existing staff about agricultural education within the state and 
is almost certain to have read the Board's Annual Report of 1910 (Massachusetts 1910) which 
listed and gave an outline of those schools currently involved in all forms of agricultural and 
industrial education. Whatever his subordinates said, the 1910 Report would have revealed that
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there was only one school providing specific course in agricultural education:
Smiths’ School at Northampton. Although impossible to verify it would be a reasonable 
inference that this was an important factor in Stimson being asked to join the team.
The Smith's School minutes of June 14th 1910 report that the the vote was carried
"That Director Stimson be authorised to accept the appointment tendered by the State 
Board of Education for participation in the survey ordered by the present legislature on 
the advisability of establishing a system of agricultural schools throughout the
commonwealth Two thirds of his time to be given to the survey and one third to
his school duties..."
It is the consequences of this involvement that were to prove of great significance. As was 
established in Chapter 2 this Report on Agricultural Education, presented in January 1911 as 
part of the Board of Education’s Annual Report to the State Legislature and credited to the 
authorship of Stimson, Prosser and Allen, contains the first use of the term "Project Method" 
in education.
In this present chapter it has been shown that the search for an appropriate pedagogy to 
support the changes underway in epistemology had been underway for over a decade. The 
Douglas Report clearly demonstrated that within Massachusetts even those strongly in favour 
of a more relevant education had very limited ideas on the methods through which this aim 
might be advanced. Snedden clearly realised that the pedagogic issues needed to be addressed 
if vocational/industrial education was going to succeed. His comments in the Board's Annual 
Report of 1911 demonstrate that he was actively seeking ways forward. He wrote
"Interest in the further development of vocational education has not waned; indeed it 
has become more active and correspondingly more effective than ever. Enough 
schools are now in existence to form a basis for working out the problem, and the 
operation of these schools is being watched with much interest"
(emphasis added) (p47)
and later in the same document
"..industrial schools Each one represents an experiment station for industrial
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education. The men and women charged with the management and instruction in those 
schools have been earnest and devoted in meeting problems of particular difficulty as 
their tasks are in fields where so little organised knowledge exists. It must be 
remembered that for the conduct of these schools no plans of 
management, no courses of instruction and no text books are available. 
In spite of all this, they have succeeded.. "
(emphasis added) (p56)
"These schools" included Smith's at Northampton. It is clear that he felt that the method 
detailed in the Stimson, Prosser and Allen report offered ways forward, at least in one area.
"In agricultural education .. as is shown in the special report devoted to that subject, 
probably the most satisfactory means of providing for the requisite 
productive work will be to conduct it on the farms and gardens of the 
parents of the boys while the school reserves on the practical side as 
necessary minimum of laboratory and illustrative work and confines 
itself to mainly to giving the requisite technical instruction in the 
science, mathematics and other subjects which find vocational 
application in agriculture.
There can be little doubt that, so far as the teaching of scientific agriculture is 
concerned, the way of progress is along the line of cooperation between home 
and school, with the understanding that the practical work on the farm will be 
supervised and kept up to an actual scientific standard by the aid of the special 
instructor in this subject."
(emphases added) (p49)
This approving precis of the Project Method as outlined in greater detail later in the 
1911 Report was the first stage in the process that was to take the Project Method from 
obscurity to international recognition.
Acceptance of the Report was immediately followed by legislation providing public 
funds to support the development of industrial and agricultural schools across the state, 
including, significantly a clause to pay the salaries of 'special instructors' central to the project
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method of instruction. At the same time, Rufus Stimson was tempted to leave his post as 
Director of Smith's School and was appointed as "agent for the supervision and promotion of 
secondary vocational education in agriculture" (Massachusetts 1912, p i 1). 'Promotion' of the 
method he had developed is clearly perceived as a key element in his new post and in 1912 the 
Board of Education published a series of official Bulletins including Agricultural Project Study 
(No.4), Project Study for Vegetable Growing (No.5) and Agricultural Project Study 
Bibliography (No.6). Bulletin No.4 provides a considered rationale for the Project Method, its 
central elements and factors that need to be taken into account to develop successful learning 
based on this approach. This most significant publication was considered in detail in Chapter 2
Commissioner Snedden's review in the following year's Annual Report (Massachusetts 
1912) contains many specific and explicit references to the 'Project Method'. In a section 
entitled Course of Study and M ethods of Instruction (p i61) he muses over the 
potential of it being applied more generally across all areas of vocational education as well as 
the agricultural. The rationale he calls upon in support is taken directly from Bulletin No.4, 
written by Stimson.
As has already been considered by 1914 Bulletin No.4 had been republished as a 
Bulletin of the Federal Board of Education under Stimson's authorship. The foreword and 
appendix clearly identify him as the originator of this 'new method'.
Throughout the last 2 chapters there has been a convergent consideration of the factors 
that help explain why this method should have been developed where and when it did. These 
have included factors within and beyond the educational ones. It has been shown that these in 
turn needed to be considered at national and state level.
However, to develop the desired depth of understanding of this why question it is 
necessary to continue the convergent approach adopted and consider the specific, indeed 
unique, factors that were at play in the small rural town of Northampton when this method was 
conceived.
End Notes
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1. The loosely labelled 'revisionist historians' of the 1960/70s have argued that it was not so much Mann's 
social harmony' that informed the development of the public school system but rather a concern with 'social 
control'. Katz ( 1968), Lazerson ( 1971), Kaestle ( 1973) and Bowles and Gintis ( 1976) are among the most 
prominent in presenting the case that whatever the 'stated intentions' these were not at one with the 'revealed 
preferences'.
2 .  Cremin notes that one of the earliest of these was set up in New York by a wealthy practising architect 
named Auchmuty. His trade school had skills course in a range of building related trades including stone cutting, 
plastering, bricklaying etc. These were short, intensive and practical course with a rigorous exam at the end 
leading to certification. Skilled journey men were therefore both the intention and the end result, with no 
concept of apprenticeship involved. Organised labour was not involved either.
3 .  It is indicative of the evolutionary development of the 'greater relevance' movement that was noted earlier. 
Each new stage feeling it necessary 'to pay i its dues' to the earlier stage within which it seeks to link with and 
to appear a natural development of.
4 .  The fact that America's traditions, especially her political ones, had been conceived in a rural agricultural era 
has already been mentioned. This returned to below where it is shown that the rural lobby used this to enlist 
both sympathy and support beyond the countryside.
5. The serious limitations of tracing developments in education by jumping from one legislative act to another 
were highlighted in the Methodology Chapter but such reference points do contribute.(also see below).
6. The phrase, 'touched chords', was used earlier in relation to the impact Bailey's ideas had. This notion of an 
idea 'resonating' with different individuals and communities and their particular agendas is an appropriate one in 
relation to the development of 'clubs' in this period. The U.S. Department of Agriculture Yearbook of 1904 
(quoted in Cremin 1961, p80) contains a 8 page section (p488-496) entitled Boys' Agricultural Clubs which 
details the extent of the club idea and the range of activities undertaken within them. These include gardening, 
raising chickens, canning, sewing, baking amongst others and although some were supervised by the Grange or 
Institute the vast majority fell under the jurisdiction of the local school authority and most took place on the 
school premises. The significance of this 'within the school system' development is expanded upon below.
7. Indeed, by the time of the Hatch Act in 1887 there were nearly 20 experimental stations in existence across 
nearly as many states. Most were a result of a range of combined initiative between the Land Grant College, the 
state agricultural society and the state legislature with the overt support of the United States Bureau of 
Agriculture. In the Methodology Chapter the usefulness of using legislative acts to chart developments was 
discussed. The point was made there that they can often, but not always, be interpreted as indicative of 
developments already underway being officially acknowledged and sanctioned. This itself can then often
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create further momentum. It is possible to interpret the Hatch Act of 1887 in this way.
8 .  These were agronomy (plant production), zootechny (animal industry), agrotechny (agricultural technology, 
rural engineering (farm mechanics), rural economics (farm management).
9. The setting up of Commissions or Committees of Enquiry to investigate particular issues of concern appears 
to have been as common in the nineteenth century as it is today. The impact that many of the final reports make 
rarely appears to match the expectations of those who advocated their inception. However, 'the commission 
process' of collecting information, usually from a diverse range of sources, and of recording this accurately often 
provides the historian with a very valuable 'snapshot' of the area under consideration. For the present study the 
Douglas Report does just that. It held 20 public hearings across the state, took 143 witness statements from 
representatives unions, farmers, manufacturers and educators. It's influence on developments within and beyond 
the state of Massachusetts is considered in the following.
1 0 . The examination of the factors giving rise to this was undertaken in the previous chapter and in the earlier 
parts of this one. It was seen that in the light of the tremendous socio-economic changes taking place the 
purpose of education and the role of the school formed an increasingly central agenda item.
'Influence' is a notoriously difficult quality to attribute. However, the influence of Horace Mann and 
the school system he developed in Massachusetts on the first school model adopted nationwide has been 
considered. It is unlikely that the Massachusetts decision to re-examine its school provision would have gone 
unnoticed. Wirth (1972, p79) commenting on the Douglas Commission observes
"Soon there was a growing feeling that what was good for Massachusetts might be good for the nation. 
Shortly after the publication of the Douglas Commission Report in April 1906 action started in New 
York... "
11. The Douglas Report not only reflected this process but also contributed to it and one finds it selectively 
quoted over the next two decades in both state and national publications.
1 2 . The impact of science during this period has been referred to earlier and the confidence in the ability of the 
scientific method to provide objective information noted. This is a manifestation of the movement from the hard 
sciences into the social sphere, thus the use of the term social scientist.
1 3 . The educational philosophies of both Snedden and Prosser were to prove highly influential. As a result of 
their respective work in Massachusetts both 'moved on' to national prominence and became two of the most 
influential individuals in the field of vocational education. For both, however it was alwavs education within a 
wider political philosophy with schools fulfilling a clearly defined function. As has been explored earlier the
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gradual but increasing loss of confidence in the previously dominant classical humanist curriculum both 
contributed to, and was affected by 'a society in a state of flux'. It is clear from their respective bibliographies 
that neither Snedden nor Prosser came to their new positions in Massachusetts with clearly 'thought through' 
articulated political/educational philosophies. Indeed from their bibliographies it is apparent that the time spent 
in the state was formative in this articulation process.
They were however to become identified as key figures in the 'social efficiency' (Kliebard 1995, p95-97) 
approach to education. At its most fundamental level this involved 'fitting' children for their place in society on 
the basis of their economic contribution. This, it was argued was the basis of both individual contentment and 
social stability. Using the latest measurement techniques being developed at the time the schools role was to 
establish what this role would be and to provide a curriculum based upon this. By so doing waste was reduced, 
efficiency increased and the individual's own well being was best satisfied. It was highly controversial. It was 
also highly influential with Kliebard (1995, p96) noting that by 1920 Snedden " was representing what 
amounted to the dominant curriculum ideology of his day."
14 . Charles Prosser had been brought by Snedden as his Deputy Commissioner with responsibility for 
Industrial Education. Charles Allen had been involved in the development of one Massachusetts' earliest 
Industrial schools and had been appointed an agent of the board "to assist in the promotion of vocational 
schools" (Massachusetts 1912, p ll) . Rufus Stimson, while continuing as Director of Smiths' School had been 
co-opted as a 'special agent' to prepare this part of Snedden's overall survey (Massachusetts 1912, p ll) .
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Chapter 5
Local Factors
"....the process of research usually throws up new contexts of which the historian was
originally unaware."
Evans (1997, p i59)
M ethodological Pream ble.
To understand the placement and structure of this chapter it needs to be located within 
the methodological paradigm adopted for this study. It's significance and relationship with the 
previous chapters can then be seen.
In the earlier Methodology Chapter the developments in the nature of history during the 
twentieth century were traced. The nature of history and the role of the historian were central 
to this examination and the non-linear, complicated and disputed dynamic of this relationship 
was explored. The paradigm that has been adopted for this study and the rationale for it, was 
established in relation to the developments in this sphere. It was shown how the historian's 
role is here perceived as establishing that something he/she considers to be of significance did 
actually take place and then offering an informed account of the reasons for this. The purpose 
of this is to offer a better understanding than existed previously. As has been seen throughout 
this study the means of assembling the explanation chiefly consists of addressing the 'why' 
questions. In relation to the conception of the Project Method these questions centre on why 
did it take place? Why did it take place where it did? Why did it take place when it did? 
Through addressing these questions and those that arise from them the intention has been to 
offer an account that takes the reader's understanding to a deeper level than has been possible 
todate.
The concept of 'causality' was also discussed in some detail in the Methodology 
Chapter. It was established that the approach adopted for this present study rejected 
'monocausal explanations' and sought to identify and examine the wide range of factors 
regarded as influential and thus significant. The interaction, or rather the dynam ic between 
significant factors operating when the Project Method was developed has been noted
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throughout the last two chapters. These have included social, economic, political and less 
tangible intellectual or spiritual ones. An attempt was made to illustrate that these factors were 
at play in different degrees at different times and in different places within the period 
considered. The dynamic between national trends or movements and local factors, that is 
between the general and the specific, was also identified but not developed in the previous 
chapter.
The focus of this chapter is on specific factors that are identified as being of 
significance when the Project Method was conceived. Indeed it will be argued that there were 
not just specific but unique (used in its strongest form ) local factors at play when this 
happened. Evans, in his recent book In Defence of History (1997) has a chapter titled 
Causation in History. In this he notes that
"....the process of research usually throws up new contexts of which the historian was
originally unaware."
(p!59)
This was certainly the case with this present study. All historical enquiries suffer to a 
greater or lesser degree from the 'distance' between the historian and the events or rather the 
records that remain from them. This 'distance' exists, again in varying degrees, in both time 
and space. The very nature of histoiy means that there is always a time distance whether it be a 
short one (ie. the introduction of the National Curriculum in the U.K.) or a longer one (ie. the 
education of children in Ancient Rome). This, as economists say, is a given factor and there 
are both advantages and disadvantages relating to the amount of this time 'distance'.
Alongside this time distance there is also the locational or spatial distance between the 
historian and the events he/she is studying. A study of the development of education within the 
village or town in which the historian resides offers the chance to visit and revisit the sites of 
interest, increases (but does not guarantee) the chance of the relevant documents being held 
nearby, enables the historian to talk with people who have experiences and memories of what 
he/she is studying etc. Once stated these are fairly obvious.
In relation to the present work the time distance was quickly realised. The importance 
of the years either side of 1900 to the origins of the Project Method was established quite early 
in the investigation. Documentary sources, often obscure official reports, were traced and a
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supportive library service secured either originals or quality photocopies without too much 
delay.
The spatial distance, that is the fact that almost all of these documents had their origins 
in the U.S.A. did not initially appear to pose serious problems. However, as one moved from 
establishing the more tangible 'where' and 'when' elements of the origins of this particular 
method to attempting to provide an understanding of the 'why' question doubts arose. How 
could one send for a copy of something if one did not know of its existence? Were there key 
primary sources in existence that no one had used before because the questions being posed 
had not been asked previously?
The developments considered in the previous two chapters demonstrate that the years of 
the late nineteenth and early twentieth centuries found the United States as a 'society in 
transition' or 'flux'. It was seen how this created conditions that were conducive to 
pedagogical experiment and innovation. However, the question as to w hy a method that was 
to prove so influential should be developed at a school called Smith's in rural Massachusetts 
remained frustratingly elusive. In the summer of 1997,1 was finally able to visit the town of 
Northampton and Smith's school itself. It was established that many of the wider factors and 
developments (immigration, industrialisation, communication, urban growth etc) considered in 
the previous two chapters had impacted upon this small town. However, the research 
undertaken during this visit also established that there were other, local and specific factors, 
that are of great significance. As I examined dusty, long disused folders of minutes of the first 
meetings of the school superintendents and read a copy of the will of an obscure nineteenth 
century philanthropist I realised why the 'why ' question had proved so elusive over several 
years when asked in England. Indeed I would suggest that any attempt to ask this question 
outside of Northampton and to have the opportunity to evaluate the importance the documents 
held in various locations there would be just as frustrating. It proved to be a classic reminder of 
the importance of the historian going to the location he is studying and seeking to establish 
what, if any, primary source material exists and to work with these him/herself.
In this chapter it will be argued that there were three particular specific factors operating 
in Northampton, Massachusetts in the immediate period prior to the first use of the Project 
Method at Smith's School in the Autumn of 1908. For the purposes of clarity of consideration 
each is treated in turn as its particular significance is established. However, as ever in history,
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none existed in isolation and the links are made between these as appropriate. Every 
opportunity is also taken to make links with the broader developments considered in the 
previous two chapters as the dynamics between the 'general' and the 'specific' are examined.
The three specific, local factors that are identified as being of particular significance to 
an understanding of the origins of the Project Method are
1. the Will of Oliver Smith
2. the prevailing views of the local community in relation to the new school
3. the influence of first Director of the the new school, Rufus W, Stimson.
Unique Local Factor 1;
The Benefactor and His Will -The Origins of Smith’s Agricultural School
The building and opening of new schools and colleges is a fairly common occurrence 
and was even more so in the U.S.A. during the early years of the twentieth century. As the 
population expanded and communities grew existing schools were expanded and many new 
ones were built. However, it is doubtful if any school had as long a gestation period as the 
school that opened in the western Massachusetts town of Northampton in 1908 under the name 
of Smith's Agricultural School and Northampton School of Industries.
Unlike most schools which opened during this year there were factors other than the 
usual 'growing community' and 'changing needs' that explain why this particular school began 
in this year. It's origins had been carefully planned some 60 years earlier.
The idea for the school had formed part of the will of Oliver Smith, a local citizen who 
had died in 1845.1. However, unlike some benefactors' wills his did not simply allocate a sum 
of money to build or support the school but actually detailed the type o f school and the form  
o f education that should take place there. It also detailed when it would be built, what 
buildings it would have and what staff it would employ.
Like many of his generation Oliver Smith had been a successful farmer who had 
moved into land speculation and banking (Ebbeling 1976, p7-9). He was clearly an 
'establishment figure' in the small but important Hampshire County capital town of 
Northampton (although he actually lived in the village of Hatfield, some 4 miles away).
Besides being economically successful he served as an elected representative to the state 
legislature and in a variety of public service roles including Justice of the Peace. By the time of
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his death his estate was valued at $394,000. Commendable maybe, yet unexceptional.
It is, however, what he determined should be done with a portion of this money that 
makes him of interest and significance to the investigation being undertaken here. The ninth 
page of this will directs that once the invested capital has accrued to $400,000 it was to be 
divided with
"One portion of Thirty Thousand Dollars for an Agricultural School in Northampton"
It continues
"I direct the said Trustees, and it is hereby made their duty, to manage and improve the 
said fund of THIRTY THOUSAND DOLLARS as an accumulating Fund by annually 
adding the interest growing out of the same to the principal, until the expiration of 
the full term  of Sixty Years from  my decease. "
(emphasis, but not capitals, added) (p 10)
At the end of this 60 year period Smith then detailed exactly what was to be undertaken 
by the trustees. As the first step in the process of creating the new school they are directed to 
hand over to the town of Northampton ("or its duly appointed agents")
.."out of the principal of said fund such amount thereof as is thought necessary and 
proper... for the purpose in the first place of purchasing a Farm, or tract of land for a 
farm, within the limits of the said town, for a Pattern  Farm , to be so improved in 
practical details as to become a MODEL, as far as can be affected by time and 
experience, to Farmers generally.
And in the second place, for the purchasing another farm, or tract of land for a farm, as 
near to said Pattern Farm as may be within the town, to be designated for an 
Experim ental Farm , to aid and assist the labors and improvements of the Pattern 
farm in the Art and Science of H usbandry and A griculture."
The emphases are all original and only add to the precise intentions laid out here. The detailed 
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instructions continue beyond this broad framework however
" First, as soon as may be possible after the purchase of said Farms or Tracts of land, I 
direct that suitable buildings shall be erected on said Farms for the use and 
accommodation thereof, and that additions and improvements be made thereon from 
time to time as may be necessary; and also that as soon as the income of said Fund will 
allow there shall be erected on the premises- or as near to as may be, other Buildings 
convenient for the residence of mechanics, and Workshops and Tools shall be provided 
suitable for the manufacture of Implements of Husbandry of the most approved 
models, or of the invention of the artists employed in the business for the use of the 
School and also for sale for the benefit of the institution, under the care and 
management of a skilful Mechanician."
and
"Secondly, there shall also be established on the premises a School of Industry for the
benefit of the Poor shall receive a good common education, and be instructed in
the art and science of Agriculture, or in some mechanic Art in the shops attached to the 
premises."
(plO-11)
Smith also decreed that
".. a suitable number of competent Instructors and Artists shall always be provided and 
employed, in the various branches and departments of the Establishment, who shall 
have suitable salaries or compensations allowed them out of the income of said Fund or 
Establishment"
(p!3)
"Fourthly, the establishment shall be designated and called
SMITH'S AGRICULTURAL SCHOOL.
(original emphases)
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He further decreed that the town of Northampton was to elect three Superintendents to 
oversee this development and to supervise the running of the new school.
..one of whom at least shall be a practical Husbandman, and one a Mechanic, who 
shall have the care and management of the income annually received from the Trustees 
of the Fund, and who shall have the control and superintendence of the whole 
Establishment..."
(p!3)
and that these were to be elected annually by those "qualified to vote in town affairs"
It is, of course, impossible to know exactly what vision Oliver Smith held in his mind 
as he dictated these details but the framework is both detailed and explicit. The idea of a 
working, developing establishment acting as a centre of excellence, serving and responding to 
the local community clearly comes through. The pupils are clearly regarded as being actively 
involved in the maintenance and development under the guidance of experienced and competent 
instructors in the fields being taught. The buildings of the school were clearly intended to 
support this process. The requirement that the Superintendents who would be responsible for 
staff appointments and the monitoring of the teaching were themselves engaged in husbandry 
or mechanics was intended to further ensure that this took place. 2 .
The further requirement that those who would supervise the school were elected by 
popular ballot on an annual basis was clearly intended to ensure that the local community had 
'a voice' in the development of the school and regular opportunities to use it. As will be 
shown in the next section this was to be a very significant factor in the first and formative 
stages of the school's existence.
As one reads the Will today it is necessary to remind oneself that it was written in 
1845. The previous chapter explored how the call for a more appropriate and relevant education 
grew steadily through the second half of the nineteenth century, becoming a movement by the 
first decade of the twentieth. Significant landmarks in this development were identified with the 
Morrill and Hatch Acts being tangible manifestations of this process in the field of agricultural 
education.
Yet Oliver Smith's will was written almost 20years before the Morrill Act of 1862
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which set up the Land Grant Colleges many of which pioneered agricultural and mechanical 
education in their curriculum. It was written nearly 40years before the Hatch Act of 1882 set 
up Agricultural Experiment Stations to develop and disseminate 'good practice' based on the 
latest equipment and scientific methods.
There is, as yet, no comprehensive history written of the school but in a book on Oliver 
Smith (Garvey 1948) it is referred to. In recalling the above developments in agricultural 
education he concludes that
"While the Smith's Agricultural School grant remained inactive, the nation overtook
and eventually outdated Mr Smith's ideas for modernising the farm".
(p32)
Garvey's conclusion is certainly justified at one level. The development of the 
Agricultural Colleges and Experimental Stations in the interim period had made the idea of an 
agricultural school less radical. However, as this study has sought to reveal this conclusion of 
Garvey s is only valid at one level. The school that arose from the detailed requirements of 
Oliver Smith's will was responsible for the conception of a teaching method that was to make a 
major impact on agricultural education across the state of Massachusetts and then across the 
U.S.A. From that position it was further developed by others who took and applied its central 
tenets to other subject areas. There were then others who believed that its potential was even 
greater than this and developed a whole curriculum model around the pedagogy of the Project 
Method. It was to make an impact on educational systems right around the world. In the final 
years of the twentieth century it remains a legitimate, if controversial, pedagogic approach 
whose value continues to be debated ( ie Waks, L. The Project Method In Post Industrial 
Education in the Journal Of Curriculum Studies 1997) as the second millennium arrives.
The importance of Smith's School and the innovation that occurred there in 1908 has 
yet to be appropriately acknowledged by education and curriculum historians. It is contended 
that this absence is a serious hindrance to an understanding of why this method continues to 
prove attractive to may practitioners while most, if not all of its contemporaries, have been 
relegated to footnotes in curriculum history.
The 60 year hiatus which followed Oliver's death came to an end on December 22nd 
1905. The interim period had seen the original $30,000 grow to nearly $305,000 (Ebbeling
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1976, p38) under the successful management of the Smith Trustees. As the execution date 
approached there was, as will be shown in the second section of this chapter, a lively interest 
taken in the provisions of the Will and how they would be realised in the town of 
Northampton. Fortunately the records of the major local newspaper, the New Hampshire 
Gazette are very complete for this period and provide an invaluable insight into the perceptions 
and expectations of the local community with regard to ' the new school'.
The conditions of the Will provided the framework for this to take place but there were 
different opinions as to how these should be interpreted in practice.
The significance of the provisions of Oliver Smith's Will are of the greatest importance 
when asking the central question posed here: Why did this method originate where and when it 
did? Without this Will there would not have been Smith's Agricultural School in Northampton. 
The significance of this taking place in the first decade of the twentieth century is explored as 
the chapter develops.
Unique Local Factor 2;
Perceptions and Expectations of the New School in the Locality
Just as it was considered necessary to understand the broader, nation-wide debates and 
developments in the purpose of education and the role of the school (see previous chapter) so it 
is just as important to understand the local priorities and concerns. The two way interaction 
between 'the general' and 'the specific' has been referred to earlier and will inform this chapter. 
That Oliver Smith had created the conditions for a new agricultural school to be built have been 
established. The actual procedural requirements he built into his will meant that it was bound 
to capture the attention of the local community. What he couldn’t have known 60 years earlier 
was that in 1908 the concerns of the agricultural/rural community had become a major political 
issue both within and beyond the town of Northampton. The procedures and structures he built 
into the creation of the proposed school meant that the perceptions and expectations of the local 
community could not be ignored.
On May 4th 1904 the Daily Hampshire Gazette (DHG) informed its readers that the 
funds from Oliver Smith's Will would become available the following year. The newspaper 
index shows that the next earlier reference to the school element of the Will had been in 1891. 
'Dormant' would seem to be an appropriate description of the local interest prior to the above
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May edition. However, as will be shown in the following pages this was certainly not the case 
over the next 3 years. The debate which now ensued and which the New Hampshire Gazette 
both recorded and also engaged in had a significant influence on the school that opened in 
1908: the school which had the Project Method at the centre of its curriculum organisation.
The first step in the process leading to the creation of the new school required the 
election of 3 Superintendents. This was clearly required by the Will as these would be the 
people to whom the money was handed to and who would oversee the building, the 
appointment of staff and then the running of the school.
On December 7th 1904 the Gazette reported that these elections had taken place and 
gave the results thus-
Seth Warner 1783
L. Clark Seelye 1509 
Myron C. Bailey 1410 
Fred C. Feiker 1296
Robert G. Williams 921
Total = 6919
The actual numbers themselves are only part of the picture. The fact that the elections 
were contested with 5 candidates seeking the 3 places is evidence that this was considered a 
desirable position to seek. The article giving the results comments on each of the three that 
received the most votes and were therefore elected. Seelye, or President Seelye as he is referred 
to, is noted as "by common consent the first citizen of Northampton" being the Principal of the 
prestigious Smiths' College for Women.
The report continues that all those elected satisfy the requirements of the Will in that
"..they are all freeholders, one is a farmer and one is a mechanic."
It develops this link further in relation to one candidate
"Possibly of the three Myron C. Bailey is not so well known... but he is a 
substantial business man, who is established in Northampton as a carpenter and 
builder... He learned the trade at the bench where Oliver Smith would have had him 
learn it had he been living and he is from training and experience well qualified for the
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position of mechanic on the Board of Superintendents of Smith's Agricultural school".
The meeting of the Will's criteria and the consequent 'according of credibility' was 
obviously important. However, besides being a contested election the actual poll turnout is 
further evidence that this was clearly an important local event. The DHG reports that out of an 
electorate of 2904,2306 exercised their right and voted which is an impressive turnout of 
nearly 80%.
With the Superintendents in place the first stage of the process which would lead to the 
new school had been achieved. Throughout the following year of 1905, a series of articles in 
the Gazette trace the amount of money handed over to the Superintendents and the acquisition 
of land on which to build the school. It was quite literally 'starting from scratch*. In July of 
1905 the DHG (6/7/1905) reported that the Superintendents had visited possible sites with a 
view to assessing their suitability and by November it reported (13/11/1905) that the purchases 
had been completed and detailed the prices paid for them. The DHG commented favourably on 
the choice of the land bought, particularly for the variety of terrain within its boundaries. The 
substantial article, some 1300 words, also relates this stage directly to the Will's requirements 
and outlines the stages to follow. Civic pride and high expectations are clearly evident as it 
talks about
"..what can be made one of the greatest schools in the country and what will certainly 
be in the course of time the source of the greatest benefit to the city of Northampton."
(DHG 13/11/1905)
However, alongside these reports of the logistical progress being made throughout 
1905 are to be found a series of feature articles and letters expressing beliefs and opinions as to 
what Smith intended the school to be and what the local community now required from its  
new school. The sense o f 'our' school clearly permeates all references to its development in 
these early years. This assumed 'right' to express an opinion as to how the new school should 
develop can be clearly seen in two articles from early in the year.
The first (DHG 24/1/1905) entitled
New Smith School -What the Chief Function of the Proposed 
School Should Be
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consists of a four full column report of a lecture given at the Economic Club by J.H. Carfrey, a 
citizen of the town. His opening sentence reinforces the point made above with reference to the 
contested elections and the poll turnout: the establishment of the new school had captured the 
attention of the local community and they intended to make their opinions known.
"There is no one subject which now absorbs the attention of our citizens 
more than the consummation of the plans for the establishment of the 
agricultural school, so called, as outlined in the will of Oliver Smith, conceived 
some sixty or seventy years ago".
(emphases added)
Carfrey makes a case for the new school to take a wide interpretation of Oliver Smith's 
intentions and to reflect the national and local changes since he wrote his will. It argues that 
the instruction in farming should focus on dairy, stock raising and market gardening, 
horticulture and landscape gardening, as the development of the mid west has meant arable 
farming is no longer economic in Massachusetts. But, more importantly, it argues that the 
focus should be on the mechanical dimension of farm work with the ability to use and maintain 
machinery emphasised to both support and develop its more efficient use locally. The author is 
also looking to the benefits of developing the mechanical skills for use beyond the farm and 
refers to the benefits to the local manufacturing industries that had developed since Oliver 
Smith wrote his will.
A further theme that is developed in the latter half of the address is introduced by the 
sentence
"There is no reason why the farmer should not have most of the conveniences in his 
home that are found in the city."
The concerns of the Grange and other organised Voices' of the agricultural 
communities across the Union (as identified in the previous chapter) are clearly reflected in this 
comment and he develops his ideas as to how the farmer's living conditions must be made 
more attractive as a key element in combating ’the drift from the land’. The necessary 
awareness and the development of the skills to address these is, the author feels, something the
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new school should build into its curriculum-
" This the agricultural school can and ought to do."
(emphasis added)
A further key factor in achieving these more attractive living conditions is the role of the 
woman on the farm. Again this is a reflection of the changing attitudes that were examined in 
the previous chapter. Carfrey, therefore, concludes that
"Furthermore, this school ought to be co-educational. Therefore, parallel with courses 
for young men must be given course for young women."
The course he advocates would now be identified as home economics and although strongly 
practical he places emphasis on understanding the rationale behind key issues like hygiene, 
food preservation, accounting etc. to enhance life on the farm.
The 'presence' of Oliver Smith's Will is a constant one and throughout the address 
Carfrey explicitly attempts to legitimise his agenda for the new school by saying that this is 
what was intended when it was written. He concludes with
"This, on the whole seems to me is the mission of the school and covers the main 
points which the testator had in mind."
This address is an attempt to take a wide view of the Will’s requirements and is 
indicative of the 'interpretation' underway at this formative stage. The extensive coverage given 
to it is further evidence of its newsworthiness in early 1905.
Barely a week later (30/1/1905) the same newspaper printed a letter in reply to 
Carfrey’s proposals. Signed, somewhat intriguingly, by ’A Farmer with Two Boys Coming 
Along' it initially seeks to take issue with the 'down grading’ of the importance of agricultural 
education vis a vis other areas.
"..the farming interests of this section have a claim upon this school. This claim 
was distinctly provided for by the will of long years ago and (referring to the statistic
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element of Carfrey's address) no elaborate figures tabulated to show the unimportant 
place of agriculture in Massachusetts compared to her manufacturing interest, can 
remove this claim."
(emphasis added) (DHG 30/1/91908)
The writer argues that there is plenty of scope for more effective agricultural education to be 
provided but it is interesting to note that his recommendations focus on specific aspects of this. 
The argument is put that the new school's curriculum should equip the farmers of the future 
with the skills they now need and should focus on education in the economics of farming and 
business aspects of farm management,
"buying, selling, making contracts, banking, bookkeeping... "
He continues that farm building design and maintenance, developing an awareness of, and 
ability to use and maintain appropriate and up to date farm machinery and tools should also 
form part of the curriculum. His letter is concluded with the phrase
"Thus the Smith school could meet our needs".
(emphasis added)
This letter clearly reflects the commercial developments in farming that were examined 
in the previous and the concept of the farmer as businessman comes through. The belief that 
the proposed new school in Northampton not only could, but should take on this 
responsibility and seek to meet it through the education ottered there is unequivocal. Another 
interpretation of 'what Oliver really intended' had been put into circulation.
The two writers do actually share a common aim, namely to make 'the lot' or the 
'quality of life' of the farmer around the town a better one that it was at this time. As has 
already been quoted Carfrey stressed that there was no obvious reason why the farmer should 
not also have the 'conveniences' available in the city. The author 'with his two boys coming 
along’ paints a more graphic picture with his invitation to
"Look at the unhandy, costly, misplace, ill shapen, dark and ill ventilated buildings that
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farms everywhere are encumbered with."
Both authors are in agreement that the new school has a responsibility to seek to tackle 
these needs through the education offered. Of particular interest to this present study is a small 
section in the second letter which raises the question as to how the new school might address 
these and a tentative suggestion is made with regard to methodology.
"Just the best plan by which to work out such a scheme would have to be determined 
by circumstances. The school would undoubtedly have large fields and bams, where 
much of this machinery could be in operation under suitable instructors. Then with 
all the farms about Northampton, could not these same instructors take 
squads of young farm engineers into the fields for as much practice as they 
needed to become efficient?"
(emphasis added)
In the previous chapter it was clearly shown how the search for 'an appropriate and 
successful pedagogical approach for agricultural education was an ongoing one. The records 
also showed that this was also proving both difficult and increasingly frustrating as Annual 
Reports of the Committee Committee on Methods of Instruction (set up in 1895) through to 
1905 clearly show (Annual Proceedings , in True 1929, p216).
The above quoted paragraph also reflects what the hearings of the Douglas Commission 
into the way education was serving the needs of commerce in Massachusetts (see previous 
chapter) were to hear in the following year of 1906. As has been seen, the subsequent Report 
noted that when asked the question
"Have you any plan to propose for meeting the need of which you speak?"
the answer (as was explored in the previous chapter) was in nearly all cases
"I have not thought so far" or "I leave that for the Commission to decide"
(Massachusetts 1906,p6)
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Within and without Northampton, and across Massachusetts, there was a real belief that 
there was 'a better way of doing if than the present one; but no one had actually found it as 
yet.
As was seen in Chapter 2 one of the distinctive features of the Project Method was 
school instructors working with the students on their own farms. It would be wrong to read 
too much into a somewhat tentative paragraph in a newspaper letter but, at the same time, the 
expectation that both the curriculum and the methods employed to achieve its ends will be 
different and more responsive to the local requirements is found in this and other letters of this 
formative period. The elected Superintendents were sure to be aware of this and in the third 
part of this chapter the impact it may, or may not have had on who they appointed to lead the 
new school is examined.
Throughout 1905 the Hampshire Gazette reports on the progress of events but these 
mostly relate to logistical matters, particularly the further choice of land for the school .Then, in 
November (DHG 13/11/1905) of that year, it carried a further front page report entitled
’’The Land Bought for Smith’s School”
which detailed how this was in accordance with Oliver Smith’s Will before concluding that the
"...first and in some respects, the most important step in the foundation of the new 
school",
It is, the report suggests, now time to focus on what the aims and purpose of the school are.
It points out that until these are established it is hardly possible to begin building and equipping 
it. In the time honoured journalistic style it concedes that
"It is for the superintendents to decide whether the predominant intention of the maker 
of the will was the elevation of agriculture or the elevation of the indigent classes in the 
community"
Having, conceded this is the responsibility of others the paper is then quite prepared to 
offer its own opinion as to what 'Oliver really intended'.
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"It looks as if the great thought in the mind of Oliver Smith when he 
provided for the establishment of the Smith Agricultural School was the 
elevation of the farmer and the improvement of conditions of farm life.
In his day there had begun the great ’away from the farm’ movement which has 
continued ever since and which has been the fruitful source of the greatest solicitude to 
all interested in New England life. It is not unreasonable to to think that Oliver 
Smith had in mind the fact that the farm could be made more attractive 
and that the places made vacant by those bom and bred on the farm might be filled by 
well educated youths taken from the poorer classes which are infinitely better off on the 
farm than in the city".
(emphases added) (DHG 13/11/1905)
This is a fair reflection of the views expressed over the year and is probably as close to 
a consensus as existed in Northampton in late 1905.
The key point being established here is that the proposed school generated a high 
degree of local interest. This is explicitly shown by the contested election for the three 
superintendents and the high poll in theses elections. The local newspapers with their feature 
articles, reports of meetings and lectures and the debate that took place through its letters pages 
is further evidence that the Smith Will and the school that it proposed were 'live' issues in the 
town. The elections and the tone of many of the contributions to the debate, particularly the 
sense o f ownership expressed through the trequent use of our reinforces the perceived sense 
of ownership that the local community felt over these developments.
Finally, the contested and annual nature of the elections of the superintendents meant 
that these opinions could not easily be ignored by those who would be responsible for now 
taking the Will's conditions forward and establishing and opening Smith’s Agricultural School.
A central element in this process was the appointment by these elected superintendents 
of the first Director of the school. As they moved to this next stage it is argued that their 
awareness of, and responsiveness to, the local expectations and perceptions would also inform 
their considerations.
On December 21st 1905 the papers reported that the Superintendents had requested 
$50,000 from the Trustees. Approximately $20,000 of this had been committed to honour the
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financial arrangements involved in the purchase of 90 acres of land for the model and the 
experimental farms. Compared with the high level of interest evident in 1905 the issue of the 
new school lay almost dormant throughout 1906 and 1907. The Daily Hampshire Gazette 
carrying only 5 articles relating to the school during this period compared with the fifteen of the 
earlier year. Neither were the articles of this period prominently featured or lengthy ones. They 
take the form of reporting 'detail* such as land being cleared and the erection of boundary 
fences but little of substance took place. There were clearly more interesting matters for the 
people of Northampton.
However, the following headline appeared on the front page on February 8th 1908
Smith's School
Secures a President 
and Sets Out to 
Erect Buildings This Year.
The proposed Smith’s School was again an important item of news and was to remain 
so throughout the year. All the developments relating to the school from this point forward 
find the first Director, Rufus Stimson, at the centre.
Unique Local factor 3:
Appointment of the First Head of Smith's Agricultural School-
Rufus W. Stimson
Up to this point this study has sought to place the origins of the Project Method within 
the context of both the broad developments and trends and also within the particular local 
context with its own unique features. The significance of the dynamics between these has been 
noted. In this process certain individuals have been noted as being of influence and significance 
at certain stages but none can be accorded the significance of Rufus Stimson, the first Director 
of Smith’s School.
It has been noted earlier how 'moot' points abound in history and whether the term and
the concept of the Project Method would have been developed without Stimson is clearly one 
of these. However, as was established earlier in this study it was Stimson who gave this name 
to the method which was central to the curriculum offered when the school opened in 1908.
As has been shown in the previous chapter it was Stimson who was then recruited to develop 
and disseminate an understanding of his method, firstly within the state of Massachusetts and 
then across the Union.
The appointment of Rufus Stimson as the Director of the proposed school is thus the 
third local factor that needs to be considered in this attempt to understand just why the Project 
Method originated at Smith's Agricultural School in its first Autumn Term of 1908. As this 
significance is established it will be argued that Rufus Stimson's contribution to curriculum and 
pedagogical development within and beyond the U.S.A. has been both underestimated and 
insufficiently acknowledged to date.
The following therefore consists of an exploration the role of Stimson in this 
development. Questions relating to why he was appointed to this post, why he accepted the 
position, what was his own background in education, what influences did/might have had an 
impact on his own approach to teaching and learning, what, if any, evidence is there of 
innovative practice earlier in his career, how aware was he of local expectations and 
perceptions on the proposed school - and other questions arising from these will be addressed.
The use of the title 'President' in the Gazette's announcement of February 8th (above), 
rather than the correct one of Director is of little consequence and was corrected in a subsequent 
issue. However, the linking of his appointment with the school building programme is of great 
significance. Although the two previous years had seen the land purchased, cleared and 
fenced no building work had actually taken place. Indeed there were no proposals or plans for 
the school prior to Stimson’s appointment. He was, quite literally, involved in the physical 
creation of the school.
However, before moving to consider the significance of Stimson's contribution to the 
design and building of the school and its possible relation to the curriculum and pedagogy he 
was to develop there it is pertinent to ask two initial questions. WTz v was Rufus Stimson 
appointed to this post and how did this appointment come to be made?
Despite the best efforts of the writer the answers to these two questions remain elusive. 
If a 'post specification’ was drawn up and advertised then it has proved impossible to trace and 
I now suspect did not exist. Despite the absence of any evidence of an advert/post specification
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or similar there is circwnstantial evidence that Stimson was approached and offered the post 
directly.
The newspaper report announcing his appointment (D.H.G. 8/2/1908) states that
"Rufus Stimson has been secured for the head of the new school..."
(emphasis added)
In the middle of the article the following paragraph appears
"His wife is a Boston woman and a teacher before her marriage and it is largely due to 
both of them being desirous of coming to Northampton to live because of it being an 
educational center, that the superintendents of the school were able to secure 
President Stimson as he is getting a good salary."
This personal information could only really have originated from either Stimson, his wife or 
close friends. The article clearly implies he was not taking the post for financial reasons. 
Frustratingly, there is no statement from Stimson here, or anywhere else, then or in the future, 
of his reasons for taking this position.
It is appropriate to pose two supplementary questions here. Why was Stimson the 
choice of the Superintendents and, secondly why was this post attractive to Stimson?
Why was Stimson an attractive proposition to the Superintendents in early 1908 as 
they sought to have the school ready for its first students in some 6 months time? The absence 
of anything more substantial forces one to rely on the newspaper accounts and it is the Daily 
Hampshire Gazette's lengthy article on Stimson that provides tentative insights into his 
reasons. The information for this, as has been noted, must have come from either Stimson 
himself or one of the Superintendents with the style of presentation ( reporting in the third 
person) perhaps favouring the latter. Whichever, they provide a comprehensive picture of the 
first Director of the school and the features that led to him being considered suitable for this 
post.
He certainly offered experience for he had worked at the successful Connecticut 
Agricultural College in the small town of Storrs for 10 years and had been the President there 
for the last six.
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" and since he has been President the college has been more prosperous than ever 
before in its history".
He had taught history, psychology, ethics, sociology, pedagogy and rhetoric. He graduated 
from Harvard with an A.B. degree and an A.M. the following year. He then obtained a 
Bachelor of Divinity degree from Yale, having also been awarded a scholarship to study at 
Johns Hopkins.
However, as the article details in an approving tone his suitability was about more than 
his academic qualifications. He also had a long record of being actively involved in agricultural 
organisations, not only those specifically concerned with education.
"He (amongst other links listed ) is high in the order of the Grange, member of
the Connecticut Pomoiogical Society, the State Poultry Association, Chairm an
of the College section of the Association of Am erican A gricultural 
Colleges and  Experim ental Stations". 3.
(emphases added)
With reference to the conditions of the Will and the local perceptions considered in the 
first two parts of this chapter there is one final element in the biographical picture the Gazette 
provided of Stimson whose significance might have not have recognised so far. Alongside his 
senior experience at another college, his academic qualifications and his involvement in a range 
of appropriate professional organisations it records
"He did not enter on his college life so early as many young men do. He worked upon 
his father's farm a greater part of the time until he was 21, doing all kinds of work, 
including logging and road building. Part of the time while a boy he worked in the mills 
at Three Rivers, Palmer and had a position in the office of the mills. As showing his 
varied experiences in life, he was night operator in a telephone office, had charge of 
building and repairing telephone lines, and manager of an office."
It has been shown how the Will of Oliver Smith had required that those responsible for the 
school, the Superintendents, were required to be actively engaged in agriculture or industry. It
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was also seen how the local community held expectations that it would benefit from the 
education provided by the school in a way directly applicable to its situation. Although it is 
impossible to evaluate the degree of importance attached to Stimson's early 'real life' 
experience it is, in this context, likely to have enhanced his credibility with both those who 
appointed him and the farming community of Northampton.
From the above it is evident that Stimson was clearly qualified for the post of head of a 
school. If anything he appears rather over qualified in terms of his position as President of a 
college and in terms of the positions he held in professional associations. As has been noted the 
tone in which the Gazette reported his appointment, particularly the continued use of 
"secured" could be interpreted as also acknowledging this.
If this is so, the next question arises naturally from this. Why did Stimson seek or 
agree to accept this position as Director of the proposed Smith's school?
Frustratingly, no papers or diaries of Rufus Stimson appear to exist and apart from the 
one reference (already quoted above) in the Gazette bibliography of 8th Februaiy 1908 in 
which it states that
"His wife is a Boston woman and a teacher before her marriage and it is largely due 
to both of them  being desirous of coming to N ortham pton to live 
because of it being an educational center, that the superintendents of the school 
were able to secure President Stimson as he is getting a good salary."
there are no other documented indications of why he took the post.4 .
What there is hard evidence of is Stimson's commitment to the post once he had been 
appointed. His unbroken attendance at the regular weekend Superintendents' meetings from 
the week after his appointment was announced through to the opening of the school in October 
are clearly documented in the School Minutes of 1908. This despite the fact that he had to 
continue in his existing post in another state until July and such attendance would have 
involved a considerable weekly return journey from Connecticut.
Alongside any personal considerations that informed the Stimsons’ decision there are 
the professional factors that are likely to have contributed to this. As the newspaper report of 
February 1908 detailed Stimson was the President of the Connecticut Agricultural College at 
Storrs and had worked there for 10 years, the last 6 of these as President. 5 .
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In terms of status and salary, Stimson's move from President of a successful college to 
Director of a yet to be built school needs some further examination.
The newspaper bibliography notes that among his organisational memberships he
"...is high in the order of the Grange.... and Chairman of the College section of the
Association of American Agricultural Colleges and Experimental Stations...". 6 .
(DHG 8/21908)
Stimson's membership of these two organisations, along with his professional position 
as head of a highly regarded agricultural education establishment would have meant he was 
involved in the debates and developments taking place within this field. Holding the position of 
Chair in the latter Association from 1905 can be taken as an indicator of him being an active 
rather than a passive member.
The importance of the Grange as a powerful and influential body for all matters 
agricultural was detailed in the previous chapter. It was, effectively, the political voice of the 
rural farming community. Stimson's involvement in this organisation would have meant he 
was aware of the concerns and problems that the farmer and the farming community faced 
during the late nineteenth and early twentieth century. However, it is his position as Chairman 
of the College Section of the Association of American Agricultural Colleges and Experimental 
Stations that is of particular significance here.
In the previous chapter it was seen how this organisation was the key one in the search 
for an appropriate and distinctive pedagogy for agricultural education. It was also shown that, 
despite the belief that such could be created, it was proving frustratingly elusive to either find 
or establish. Since 1894, W.T. Harris , the United States Commissioner for Education had 
lent his support for "systemising instruction in agriculture", "on reducing agriculture to 
pedagogical form" and of the need " to make agricultural course more attractive through 
studies on the methods of teaching" (True 1929, p214). The Association's fourth annual 
report of 1899 is of particular significance to the present study for it focuses specifically on 
pedagogy. It identifies the pedagogic problems that beset agricultural education in its present 
form and which needed to be addressed as a matter of urgency.
".. we are inclined strongly to contend that in the courses in agriculture a
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comprehensive scheme of instruction should be adopted And we urge that one
radical defect of agricultural instruction thus far has been that so much 
of the teaching of agricultural subjects has been done in a disjointed 
w a y . ... The student has therefore often not had the subject of agriculture presented 
to him as a connected whole with related parts... at some period in his 
agricultural course he should have all these subjects grouped together in a 
course on agronomy and there learn the relation to each other.. "
(emphases added) (Proceedings 1899, in True 1929, p218)
In 1902 the Association's Committee on Instruction delivered its first report focussing 
on secondary, as opposed to college, courses (U.S. Dept, of Agric. Bulletin No.20; 
Proceedings of the Office of Experimental Stations 1902). It noted that the Connecticut 
Agricultural College, which had previously been a secondary school, was one of several 
seeking to meet the student’s requirements more effectively. Stimson was the Principal here 
during this time. It concluded that
"Much of the work done by the agencies and institutions interested .... was necessarily 
tentative and experimental."
(True 1929, p330)
The momentum generated in the world of agricultural education during this period can be 
judged by the biennial conferences held from 1902 on to seek to develop the
"organising agricultural instruction on a science of agriculture rather than on the 
relations of the fundamental sciences to agriculture"
(Proceedings 1902, in True 1929, p236)
As Chairman of the College section committee of the Association Stimson attended the 3rd 
(1906) and 4th (1908) conferences. The size and composition of the latter led to the comment 
by one speaker that
"Probably never before has there been gathered together for so extended a period so
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large and enthusiastic a body of scientific men interested in agriculture."
When one realises there were over 160 delegates from 37 states of the Union, with some 40 or 
so Heads of Agricultural Stations or Departments and with representatives from Canada, China 
and India this is probably not mere hyperbole. Rufus Stimson, through his position of 
Principal at Storrs and through his active involvement in the Association was clearly 'an 
informed insider' in the search for this distinctive pedagogy for agricultural education. He 
would have known of the developments discussed in the last chapter, of the experimental work 
of Knapp, of the papers produced addressing specific aspects or concerns. Papers with titles 
such as The Social Phase of Agricultural Education' (Proceedings 1904), papers addressing 
the issue of citizenship and his own on student labour (Proceedings 1906) in which he 
explored the concern about practical farm work degenerating into mere 'cheap labour' in the 
eyes of the students themselves.
The one possible 'professional clue' the Stimsons' did actually give for the move is 
contained in the newspaper bibliography (D.H.G. 8/2/1908) where it says
"..it is largely due to both of them being desirous of coming to Northampton to live
because of it being an educational center".
Although somewhat enigmatic in the absence of any further detail it could be related to 
what was happening in the sphere of education in Massachusetts in this 1907-08 period. 
Massachusetts, as was seen in Chapter 3 had a long tradition as a pioneering state in the field of 
education with Thomas Mann being perhaps its most 'famous son'. As has been examined in 
the previous chapter this pioneering tradition had continued with the Douglas Commission and 
Report of 1905 and 1906 laying the foundations for the development of vocational education 
within the state. Stimson, through his professional association’s involvement, would have 
been aware of the interest in and support for this development by the legislature. This may 
have contributed to the decision made to move from Storrs, Connecticut to Northampton, 
Massachusetts; specifically the opportunity to be actively involved in something he had spent 
much of the last few years exploring and debating at meetings and conferences. Massachusetts, 
particularly since the publication of the Douglas Report (1906) was now acknowledged as 
being a leader in this sphere. What other, professional considerations, might have attracted him
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to Northampton? As he left no written record his actions may provide an indication into other 
factors which may have been influential. 7 .
It was noted (above) that the headline announcing the appointment of Stimson was 
directly linked with the commencement of the building of the school itself. The actual headline 
reading
"Smith's School Secures a President and Sets Out to Erect Buildings this Year "
(DHG 8/2/1908).
As will be shown (below) the School Minute records of these meetings from the very 
first one in February 1908 hrough to mid August 1908 are almost completely dominated by 
matters relating to the physical creation of the school. The appointment of the Director was 
clearly the first step in this process and the records show that Superintendents placed him in a 
pivotal position with regard to the development. It would be difficult to believe that 
discussions around this role would not have formed part of the agenda that led to the 
appointment of Stimson. How the Superintendents perceived the role of Director and how the 
Director perceived his role and responsibilities would have to have been discussed. What is 
clear from the evidence is that from the moment of his appointment through to the opening of 
the school he was at the centre of all aspects of its development.
When I visited Smith's School in July 19971 tentatively asked if there were any school 
Log Books or similar that the present Principal knew of. After a little searching I was given an 
old, dusty lever arch file and asked "if this might be of any use?" Indeed it was.
The title on the first page read
DIRECTOR STIMSON'S NOTES 
of Acts of the Superintendents or Trustees 
of SMITH’S AGRICULTURAL SCHOOL and 
NORTHAMPTON SCHOOL OF INDUSTRIES 
NORTHAMPTON, MASSACHUSETTS
Although ’notes' is the word used here they are in effect 'minutes’ and from the second 
meeting (22nd February 1908) they are referred to as such. The date, who was present,
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decisions arrived at, authorisations given, votes taken, money disbursed, reports back on 
previous actions etc are all recorded. The formal style is that of minutes with Stimson referring 
to himself in the third person.
This is a wonderful document for a historian to find still exists and to have access to for 
it contained the minutes of the first and every subsequent meeting of the Superintendents and 
Stimson from the week after his appointment through to the time he resigned to take up the post 
of State Educational Agent for the State in 1911. It is produced in full for this period as 
Appendix 3.
Stimson was obviously appointed, or volunteered, to be the minute taker and as the 
records are all typed probably Irom handwritten notes taken during the meeting. 8. Between 
the first meeting of February 15th and the opening of the school in October the minutes show 
there were 32 recorded meetings of the Superintendents and that Stimson was present at all of 
these. The average is one per week although there were times when they met every few 
days.These minutes show quite unequivocally that Stimson was involved in all aspects of the 
creation of this school from the moment he was appointed. It is clear from these records that, 
now there was a Director in situ, priority was given to getting the building programme 
underway so that the school could open to students in the Autumn. At the very first meeting 
(15th February 1908) the minutes read that
"Item 2. Director Stimson is instructed to get information about landscape architects, 
and to report to the Superintendents, Saturday February 22nd, with a view to the 
selection on that day of the landscape architect for laying out the grounds and 
designating the sites for the new school buildings."
After what must have been a busy week Stimson reported (Saturday February 22nd 
1908) that he had met with 2 landscape architecture firms and had a written proposal from one 
which he recommended acceptance of.
By March 20th the Minutes show that there were four architects tendering for the 
position of designing the new school buildings. As with architects of today they would have 
required a brief to work to as to the intentions of use, of size etc. to enable them to meet the 
rather tight deadline but no record was kept of the discussions of these issues. Several of the 
the Minutes of the meetings of this period simply using the phrase "discussed" and moving to
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the decison arrived at as in
"for the plans for the new buildings to be erected for Smith's Agricultural School will
be received at 2 p.m. Friday 3rd April 1908""
This gave a mere 2 weeks for these to be produced and the sense of rapid development 
is conveyed in these records.
On May 27th bids to build the buildings were invited with details of where and when 
the architects plans could be viewed by those interested. The June 6th Minutes show that 6 
bids were received and the one from James Whalen of Northampton was the lowest and this 
was accepted. Contracts were signed on July 3rd and a mere 3 days later, July 6th the Minutes 
note that it was
" agreed that Mr Whalen should go ahead with the work tom orrow  m orning" 
(emphasis added)
The authorisations regularly given to Stimson make it apparent that it was he who was 
handling the day to day, 'nitty gritty' detail in terms of meeting, briefing, clarifying etc. It is 
worth remembering that the 3 Superintendents all had businesses to run and that this was a 
voluntary position they had put themselves forward for. The essence of Stimson's developing 
and central role is captured in a more expansive entry of the 20th March 1908.
Director Stimson was authorised to confer with Mr. Nolan (the landscape architect) 
with a view to bringing into harm ony the ideas of the Superintendents, the 
Director, the architects, and Mr Nolan".
(emphasis added)
This is a very powerful authorisation indeed. Implicit in this is that the Director knew 
what he was seeking to create in order to be able to communicate this to the architects and the 
builders. What would logically have had to have informed this is what he intended to do inside 
it .There has to be a rationale for the design of an educational complex of buildings and this 
relates to the form of education to take place therein.The methods that are used to realise the
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curriculum aims are, in most schools, altected by the limitations the physical environment 
imposes. Yet at Smith's it really was a case of starting on the drawing board and building the 
school to suit one's purposes. This, i suggest, is many an educator's dream and it is most 
unlikely, almost inconceivable that Stimson was unaware of the opportunities so provided. 
Whether it was a major factor in his decision to accept the post must remain unknown but his 
commitment to being involved in the design of his new school appears total.
What the Minutes reveal is that by late March professional and lay responsibilities are 
beginning to emerge between Stimson and the Superintendents. Allowing for the fact that 
Stimson was the actual Minute taker this evolution of roles seems to have taken place without 
any hint at discord. The increasing number of entries from March onwards which read simply 
"Bills approved. Checks signed.” seem to indicate the brevity of the meetings and the apparent 
absence of the need to provide a rationale for actions taken beyond the financial implications. 
When the Minutes record decisions made about using "terra cotta rather than limestone for the 
water table" (Minutes, July 21st) or for the "putting in of the sewer connection" through to 
ordering the teachers and pupils desks (Minutes, August 10th) it is Stimson who is the person 
dealing with the relevant people 'on site’.
Before turning to look at the curriculum and the teaching methods used when the school 
opened in October of 1908 it is pertinent to explore the actual design of the school in a little 
more detail. With all the advantages of ’starting from the drawing board' and of having the 
degree of professional freedom identified above was the design of the school that resulted 
radical or innovative in any way? Were there any specific features which can be identified as 
arising from the requirements or the spirit of Oliver Smith’s Will and the expectations of the 
local community which arose from this ? What then was the result of this unusually powerful 
and influential position for an incoming Head of School to find himself in?
A useful insight into what was created is to be found in the appendix to the U.S. Board 
of Education’s Bulletin No.8 ,The Massachusetts Home-Proiect Plan of Vocational Education 
(U.S. 1914) written by William T. Bawden. 10 .This appendix consists of the reproduction of 
an article from the Vocational Education journal of November 1913 of which Bawden was the 
'managing editor'. This has been referred to in Chapter 2 and, as was noted, consists of a 
report of a tour of schools involved in agricultural education in Massachusetts which Bawden 
and representatives from other states made with Rufus Stimson in June of 1913. The 
comments on the time they spent at Smith’s in Northampton are of significance here.
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" The feature of this school that interested the visitors most is its unique 
architecture.
(emphasis added) (U.S. Bureau of Educ. Bulletin No.8 1914, p95)
The collective noun 'visitors' clearly indicates that this was more than one person's opinion. 
As the other three were
"representatives of State Departments of education having charge of the work in 
agriculture"
(p95)
(the states being New York, Pennsylvania and New Jersey) this was clearly an informed 
contemporary opinion. Bawden continues
"The illustrations (within this article) suggest how admirably the building is adapted to 
its purpose" 11.
The following pages (Illustrations 3,4,5 & 6 ) consist of a ground plan and a collection 
of photographs of the school and its pupils at work. I have now been able to establish, as a 
result of documents examined when I visited the school, that all of the photographs used are 
taken from the school prospectus for 1912-13. This is reproduced in its entirety as Appendix 4.
Bawden gives more detail of the 'unique architecture'
"By placing four building units so as to enclose a rectangle of suitable dimensions and 
roofing over the enclosed space an 'arena* is provided which serves a number of 
distinctive purposes. The auditorium, with its raised seats, is so situated as to 
command a view of the enclosure when sliding partitions are lifted"
(emphasis added) (ibid, p96)
He then details how exhibitions, animal shows and competitions are held within the arena
LSmart Page 232
H
U
M
. 
F. 
T
IN
. 
19
1-
1,
 
M
O
. 
I) 
f’
L
A
IE
 
6
O K
<
I
<
y «>.
C  tA
< 1 
to
<o
m
T
f-
fv
T
I 
e 
r\

( T
K
w
rW
-
before and involving local audiences. The design of such a large arena implies an intention to 
use it with bigger audience than just the pupils of the school. It was noted earlier in this chapter 
than one of the intentions of Smith’s Will was to share and disseminate the good practice 
developed in the school. A facility like the arena, placed in the centre of the complex would 
both enhance and facilitate such a process. Illustration 7 consists of a copy of the advertisement 
and invitation to the graduation ceremony and accompanying exhibition for the Y ear ending 
1911. As it details this was held in the Arena with
"A thousand tickets last year. More tickets this year”
The implication being that 1000 tickets was insufficient at the previous (and first ever) 
graduation ceremony/exhibition. With only around 20 students graduating this indicates that it 
was much more than a family event and that the local community was involved in a significant 
way.
What is established from the above is that Stimson must have had a fairly well formed 
idea of how he saw such a building being used when he had it designed in this way during the 
Spring and Summer of 1908. The link with both the intentions of Oliver Smith’s Will and the 
local community’s perceptions that this was its school are not possible to establish with any 
certainty but this clearly was an innovative design and there had to be a rationale for this.
For Bawden to use the terms ’unique’ and 'distinctive' in relation to the physical design 
of Smith's is particularly significant because of his informed position in relation to other 
innovations underway as reported in his journal. This visit was made in 1913; the building may 
have seemed even more innovative some 5 years earlier when it was being built.
This was the school that Stimson had designed, overseen the building and the 
equipping of during the months of 1908. These buildings stood in some 90 acres of land 
consisting of different land forms and soil types. It is difficult to imagine that he was designing 
a school with such distinctive features without some idea of how he saw teaching and learning 
taking place within it as he did so.
It is therefore now appropriate to focus on the curriculum and the pedagogy which the 
first students experienced when the school opened in October 1908 for this too was designed 
by Rufus Stimson.
There may have been a prospectus for the opening year of 1908 but none has been
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EXHIBITION
2  t o  5  a n d  8  t o  10 p .  m . 1911 GRADUATIONE x e r c i s e s  a t  8  p .  m .
Ju n e  13, 1911 Ju n e  14, 1911
N o  T i c k e t s  R e q u i r e d T i c k e t s  M a i l e d  o n  R e q u e s t
Sm ith’s Agricultural School and Northampton School of Industries will hold its 
second annual graduation exercises in the School Arena Wednesday evening, June 
14, 1911, at eight o’clock.
Conferring of Diplomas. Awarding of Prizes.
Singing by the School Chorus. .
Address, t( Vocational Education/’ by Mr. -Howard Bradstreet
of N ew  York, Vice-President o f the Association o f Neighborhood Workers.
Admission by tick et A  thousand tickets last year. More tickets this year. Tickets
will be promptly mailed to those who apply for them. . ' ; -  .
There will be an exhibition of the School equipment and the work of the 
students Tuesday, June 13, 1911, 2 to 5 and 8 to 10 p. m. Open to the public. No
tickets required. Things made by students on sale. ; .
A  cordial invitation is extended to all who are interested in vocational training . . ■ :
. ^  and gir,S ° f h ‘gh SCh0° 1 ^  RU FU S W . STIMSON, D irect»^- r  . '■
Northampton, Massachusetts. ' J VV.'s v'
found to date. There were certainly ones from 1911 (see Appendix 4) onwards and these 
outline both the curriculum and teaching methods employed. 12. However, information about 
the curriculum and pedagogy employed when it first opened and for the period up to 1911 
does exist in other forms. Most prominently there is Stimson's own writings on this as 
contained in the pamphlet published in 1912 by the Board of Education of Massachusetts under 
the title
Agricultural Project Study: Bulletin No 4, 
author: Rufus W. Stimson.
The importance of this document has already been established and considered in detail 
in Chapter 2 and it is not necessary to revisit it here. It is sufficient to note that Stimson's co­
option to the survey team from whose report the above Bulletin arose took place a mere 20 
months after the school opened. As such the detail about the Project Method that he writes 
about so extensively is taken from his own practice during the initial 1908-1910 period.
The absence of any evidence of prospectuses from the earliest years of the school has 
been noted but Stimson was provided with an opportunity to outline both the curriculum and 
the pedagogy employed at a very early in the life of the new school. On October 12th 1908 the 
local newspaper carried an article entitled
"Director Stimson on Scope of Smith’s School"
(DHG 12/10/1908)
It is a report on a ’round table’ conference of school superintendents and principals held in the 
nearby town of Springfield on October 10th 1908 . The main address was given by Rufus 
Stimson and was entitled
"Curriculum of the Independent School".
Considering that this took place within 10 days, literally, of the school opening Stimson’s 
speech does provide an invaluable insight into what was already in place at this early stage. The 
article reports Stimson as saying that
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"The work of the first year.... embraces a review of arithmetic, beginning algebra, 
English and some elementary work in soil and plants. Each one (pupil) has a 
small plot of ground to care for, and is also expected to tend a small 
garden at home. Thus a relation is established between the work of the 
home and school, with the chance for the best methods of each to be 
selected .”
(emphasis added) (DHG 12/101908)
The article then details how the Smith’s curriculum over the four year course progressed from 
the above base to
"physics, geometry, chemistry, botany and the elements of animal husbandry and 
household economy in Y ear 2. The third year begins the making of the actual farmer 
and course are offered in fruit culture and truck gardening, besides culture courses. The 
final year being concerned with animal husbandry in its complete form, and dairying.’’
(ibid)
There is no reference here to Stimson using the word’ project’ in relation to his method. 
Allowing for the inevitable errors and omissions of the reporting process it is unlikely that any 
claims for ’a new approach or method' would have escaped the reporter's attention. However, 
Stimson had clearly placed the home school link within the curriculum in a very central place 
right from the outset, even if it had not been given a name as yet.
As a result of the above it is possible to tentatively conclude, that Rufus Stimson did 
not arrive at Smith's Agricultural school with the concept of the 'Project Method’ fully 
formed. However, by the end of 1910 when the Agricultural Survey to which he had been co­
opted (see above) wrote its report the method Stimson was using had begun to be 
conceptualised by him and given the name Project Method/Study.
".. a farming project, as the term is here used, is a thing to be done on the farm, 
which, in the preparation for doing it and the carrying of it out to a successful result, 
would involve a thoroughgoing educational process. A complete definition of a 
'project' as here used has three elements...
LSmart Page 235
(1) something to be done on a farm, (2) under specified conditions and for a 
specified valuable result, and (3) requiring a thoroughgoing training. The farming 
project may include (1) improvement projects; (2) experimental projects; (3) productive 
projects.
(Report of Board of Education of Massachusetts, 1911, p42)
This was the report included within the main Annual Report to the State's legislature which 
was considered in the previous chapter and which drew so heavily from what was taking place 
at Smith’s School under Stimson's leadership. Similarly, it was what was happening at 
Smith’s that the Commissioner, David Snedden, was commenting on in his annual review for 
the Massachusetts’ Legislature in the same year.
"There can be little doubt that, so far as the teaching of scientific agriculture is 
concerned, the way of progress is along the line of cooperation between home and 
school, with the understanding that the practical work on the farm shall be supervised 
and kept up to an actual scientific standard by the aid of the special in struc to r in this 
subject.”
(emphasis added) (p49)
This was, in effect the official seal of approval being bestowed on the Project Method 
and resulted in legislation the same year. This made the Project Method the officially approved 
method for agricultural education across the State and the awarding of public funds depended 
upon the adoption of it by individual schools.
Although it now appears that the name had not been given to this pedagogic approach 
when Smith's School first opened this approach had been at the centre of the curriculum 
created by Stimson for the first pupils. When Stimson wrote, retrospectively, in 1914 (U.S. 
Bureau of Education, Bulletin no. 8)
"This plan (the Home-Project Plan) was first tried at Smith's Agricultural School, 
Northampton, Mass. Beginning with the school year 1908-09, this school, of which 
the writer was then Director, has employed a man throughout the summer for the 
express purpose of assisting the the boys in applying the teachings of the school in their
LSmart Page 236
home farm work."
(pl 6)
he was making no unjustified claims.
One of the documents consulted when I visited Smith's School was a copy of the 
Graduation Ceremony Booklet ol June 1911 (Illustrations 8 and 9). As can be seen it contains 
details of the courses and the curriculum as the school entered its 4th year of operation. The 
Project Method, under that name, was now clearly at the very heart of each and every course 
offered by the school.
The quote from the federal publication used above draws attention to a further and 
crucial element in the creation of the new school which also found Stimson at the centre of for 
curriculum and pedagogical intentions require staff to realise them.
In line with the first item of the first ever Minute of Smith's Agricultural School stating 
that "Agriculture should be developed first" ( Minutes Feb 15th 1908, p l) the first teachers 
appointed were in this area. E.H. Lehnert and F.H. Dewey were both appointed to full time 
posts with Hedge, Weed, Dickey and Paige being added to the team in the month prior to 
opening (Minutes p6-12).
When staffing matters are reported in the Minutes it is simply what teaching areas were 
to be covered and the salary that is noted, with the post being offered at "the discretion of 
Director Stimson" (ie. Minutes, July 28th 1908). The lay/ professional responsibility division 
that was discussed earlier in this chapter is again in evidence. The significance of this lies in the 
power it gave to the Director to appoint statf to contribute to his curriculum and pedagogical 
aims and one can reasonably assume these formed part of the appointment process.
An insight into the development of Stimson’s concept of the Project Method in the first 
year or so at Smith’s is provided by the record in the Minutes of a change in staffing that took 
place during this period. F.Dewey was the teacher who had been given the main role as the 
person who oversaw the home element of the projects in the early days, despite the fact that the 
Minute of his appointment ( July 28th, 1908) identifies him being appointed for "general 
subjects such as German, French, Latin, Mathematics, History and English". He tendered his 
resignation in May 1909 and his eventual replacement, Thomas Bradlee, was given a much 
more detailed post specification detailing these responsibilities and the title ’agricultural 
instructor’. By 1909, after some 18 months operation it seems the the requirements of this 
particularly key element in the operation of the Project Method had crystallised.
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A N N O U NCEM ENT OF FOUR-YEAR COURSES FOR 1911-1912
Fall Term  Opens S eptem ber 18 for Boys and  Girls of 14 or Older 
No E ntrance E xam ination Free T uition  Free Text Books P a r t  of a Course May Be Taken
AGRICULTURE
:tive F arm ing  Projects, a t  th e  
ool and a t  Home, w ith  th e  
Following Related S tudy:
and Market Gardening
ing and Small Fruit Growing
ntal Planting and Farm Forestry
Bee, Sheep and Swine Husbandry
i, Including Sanitary Milk and Cream
reduction
-Breeds, Types and M anagement 
ome— Buildings and Equipment, Sanita- 
on and Ventilation, Economy, Attractive- 
ess and Convenience
ops—Soils and Seeds, Liming, Fertilizing, 
illage, Rotations
nd Feeding — Digestible Nutrients, Bal- 
nced Rations, Comparative Costs and 
alues
anagement— Farm Mathematics, Records, 
iccounts, Inventories, Quotations, Buying 
nd Selling, Law 6f Contracts, Taxes, 
nsurance, Banking
epairs and Construction—Drawing, W ood­
working. Forging, Pipe Cutting and Fitting, 
Concrete Work, Drainage, Rope Splicing, 
Iverhauling Farm Machinery Including 
'umps and Valves
lotany, Chemistry, Bacteriology and Vet- 
rinary Science
, Including Agricultural Papers ; History 
nd Civics
im m er Supervision of Home 
Project W ork
MECHANIC ARTS
Productive Shop and o ther C onstruc­
tion P ro jects a t  th e  School :
P ractical W ork  A lterna te  W eeks 
8 A. M. to  5 P . M.
A ltern a te  W eeks, 9 A. M. to  4 P. M. 
The Following Related S tudy :
Power and Power Appliances
Electricity— W iring Systems, Lighting, Motors
Shop Equipment—Tools and Machines for W ood­
working, Pipe Cutting and Fitting, Forging 
and Concrete Work
Strength and Adaptability of Materials
Shop Management—Shop Mathematics, Records 
and Accounts, Cost Systems for Labor and 
Materials, Orders and Requisitions
Shop Science, Including Chemistry 
Shop Drawing, Free-hand and Mechanical, Trac­
ing, Blueprinting and Blueprint Reading 
English, Including Trade Journals; History and 
Civics
Project W ork un d er E xpert 
Journeym en
HOUSEHOLD ECONOMY
P roductive Household Projects a t  th< 
School and  a t  Home, w ith  Related 
S tu d y  in th e  Following Fields :
Textiles, Needlework, Embroidery and Design
Under Garment Making, Dressmaking and Mil 
inery
Fancy Work in Stenciling, Hammered Brass an 
Copper, and Basketry
Cookery, Dietaries, Physiology, Home Nursin 
and Emergencies
Menus and Table Service — Duties of the Hos 
Hostess and Maid
Household Sanitation—Bacteriology, and Cher 
istry, House Cleaning, Garment Cleanir 
and Laundry Work 
i Botany, Ornamental Planting and Bee Keepir 
Other Agricultural Courses may be take
Home Planning, Mathematics, Accounts, Estim  
ting, Cost of Equipment, Materials,Suppli' 
and Service
English, Including Household Periodicals; Histo 
and Civics
P roductive Projects T au g h t by Expen 
in th e  Household A rts
\

From his appointment in February through to the end of 1908 Rufus Stimson had the 
opportunity to have a major impact, if not total say, on the layout of the whole 90 acre plus site 
and everything that took place upon it. This included the architectural design, the building 
process and the appointment of the full teaching staff team. The absence of any existing 
documentation, and indeed of any staff prior to 1st September meant that he also had to draw 
up a curriculum. Through the power of his position he was then able to interview/ appointment 
people who were sympathetic to the pedagogic model he was ready to put into operation.
Whether Stimson took the position as first Director at Smith’s School because of the 
opportunity it provided to tackle many of the issues he and others in the field of agricultural 
education had been grappling with for many years is unlikely to ever be known for sure. 
Whether the opportunity the post offered to ’start from scratch’ and to actually design a school 
in relation to his aims, to appoint his own teaching team and to devise a curriculum and 
associated pedagogical model must remain in the strictest sense, hypothetical. However, 
educationalists including Plato and John Dewy have found the temptation to move from the 
theory to the application difficult to resist.
The Dynamics at Work Between the Local Factors
This chapter set out to identify specific factors that need to be taken into account in the 
attempt to understand why the Project Method developed where and when it did. Three have 
been identified and the reasons for according each of them significance have been explored in 
the three sections above. It was for the purposes of clarity of treatment that they were teased 
apart in this way for, the interaction, or rather dynamic, between these three was formidable.
The names of Rufus Stimson and Smith’s Agricultural School in Northampton have 
been noted, albeit briefly, by some but not all, contemporary and more recent writers when 
referring to the Project Method's history. However, as a result of the examination undertaken 
in this study it is contended that the significance of these has been both underestimated and 
under acknowledged to date. This case is developed further in the following pages.
However, the third local factor that has been identified as being of significance here has 
not been acknowledged by any previous writings at all. This is the Will of Oliver Smith and the 
contribution of the other the two factors are clearly dependent on the existence of this one. The 
details of this important document have been examined in relation to the endowment funds and
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the prescribed year of opening and its title. Of itself, such an endowment is unlikely to have 
contributed to the development of a particular curriculum model or teaching method within the 
school. However, the earlier consideration of the detailed requirements of this Will has shown 
that it led to the development of perceptions, and then expectations of the proposed school 
within the local community of Northampton. This is a clear example of the dynamic between 
the factors that have formed the core of this chapter. These development of these perceptions, 
particularly that is was our school and the consequent expectations of what it should do were 
not simply due to the fact that the endowed funds had been left to the town. Rather the 
requirements of the Will ensured that a formal organisational structure was created which 
ensured the local community's influence was felt. As was shown earlier, this required the 
annual election of the school’s superintendents by popular ballot. The further requirement that 
this powerful governing body should have a built in 2:1 majority in favour of practising 
farmers and mechanics ensured that this school could not become dominated by ’academics’. It 
was noted in the previous chapter how this charge came to be levelled at both the Land Grant 
Colleges and also the Experimental Stations despite the intention that it would not be so.
Smith’s intention was clearly to ensure that the school would be responsive to the broad 
local interests, its needs and concerns. The extracts from the local newspapers of the period 
considered above are evidence of the our school mentality in the formative years. As has been 
examined the reports and letters pages of the 1905-08 period concern themselves with what 
issues it should address and they are certainly not presented as mere hypothetical discussion 
points.
It was shown that there were differences of opinion on detail regarding the focus of the 
new school should be but a unifying strand can be discerned. This was that the new school 
must make a serious attempt to tackle the changing needs of the farmer in the area. As has been 
already considered these included being able to handle ’the business or management side’ of 
1 arming, of being able to make best use of equipment, of being able to understand and apply a 
more scientific approach to the use of land. All these would lead to a more economically 
successful farmer. However, as was also identified, there is a deeper, underlying concern with 
the poor quality of life of those engaged in farming. This, above all, is the unifying factor in all 
the opinions, reports and letters about what the new school should concern itself with. 
Obviously the link between quality of living and commercial success is acknowledged by the 
contributors but the feeling is that, even within the present situation, more could be done to
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make the 'farmer's lot’ more attractive. 13 .
There is evidence that these views had an influence on the curriculum design and 
teaching methods developed under Stimson at Smith's. ’Influence' is a notoriously nebulous 
thing to attribute unless the person actually influenced acknowledges it. This is not the case 
with Stimson and his Project Method and therefore the case assembled has to be undertaken 
very cautiously.
As has been established in Chapter 2 the first written recorded reference to the Project 
Method is to be found in the Massachusetts Board of Education Report into Agricultural 
Education of 1910. The 3 people who were asked to prepare the report were Rufus Stimson, 
Charles Allen and Charles Prosser. As has been noted this contains details of the teaching 
method that Stimson had been using at Smith’s since 1908. The publication records that there 
are 3 different types of project. The first being the ’improvement project’, then the 
'experimental project’ and finally the 'productive project’.
Examples are provided of all three types and the process of learning through the doing 
of the project is brought to the fore. The identifying of a need, the costing, the estimating and 
measuring, the materials required, the need for meticulous recording of progress and cost, the 
comparisons made with alternative approaches and the requirement that it is seen through to 
completion is common to each type. In the light of the source materials considered in this 
chapter it can now be clearly seen just how closely these 3 prototype projects (for that is what 
they were at Smiths’ in the academic year of 1908) were directly related to the concerns being 
expressed with regard to the needs of farmers in the immediate locality .
Nowhere is this more apparent than in the importance Stimson gave to the first type, 
the im provem ent project. The link with the local perceptions and expectations of what the 
school ought to be concerning itself to help redress local problems is direct. The dynamic 
between the Will, the local community’s expectations and the curriculum and teaching methods 
developed by the first Director of the school can be clearly seen in the attempt to address these 
quality o f life issues. As the Gazette article of late 1905 concluded
"it is not unreasonable to think that Oliver Smith had in mind the fact that the
farm could be made a more attractive place"
(DHG 13/11/1905) 
and that his endowed school should address these.
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As has been shown the report detailing the method Stimson had developed at Smith's 
over the previous 3 years was enthusiastically received by the Massachusetts Commissioner for 
Education, David Snedden. He, successfully advised the Legislature to pass an Act giving it 
official status and financial support to disseminate and develop it across the state. He also 
persuaded Stimson to leave Smith's to become the State Agent for Agriculture to head this 
process. An early element in this dissemination process was for Stimson to write a 'Bulletin', 
providing a rationale and extensive illustrative examples of the Project Method. 14 .
The importance Stimson continued to give to the 'quality of life' element in relation to 
the Project Method is unequivocable.
"During at least one year of his course, along with his utility projects, 
every boy should carry out a project devoted to beautifying, in at least 
some slight measure, his home surroundings.
(emphasis added) 
and continues
"Some study will have been given to farm -home attractiveness during the periods 
devoted to the 'agricultural survey’. Good home project work, however, will be as 
dependent here as elsewhere upon project study outlines carefully adapted to each 
pupil’s home conditions’’
(U.S. Bureau of Educ 1914, p34)
This is the ’improvement project’ .
Stimson then provides a half page list of "ornamental plants successfully used at 
Smith’s Agricultural School, Northampton with further notes on this list by Miss Weed, "the 
Instructor in Ornamental Planting at the Northampton School since 1908" (U.S.Board of 
Agriculture 1914, p35) As the school Minutes show (Minutes 18/9/1908) it was Stimson who 
appointed her to this post as the third member of his first teaching team. What is of significance 
here is that it was he who deemed such a post should exist in the first place and is further 
evidence of his commitment to the broadest conception of education for future farmers, 
including an aesthetic, 'quality of life’ dimension at the heart of this. As was seen, in the year 
prior to his appointment to the post at Smith's it was a central concern of the local community 
in Northampton, a concern that he was not only aware of but sought to address within the
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curriculum and pedagogical models he developed.
Stimson's provides further examples of improvement projects including 'a concrete 
walkway to the front door’, ’the planting and nurturing of shade trees’ and the ’making and 
maintaining of an attractive lawn’. (U.S.Board of Agriculture 1914, pl3). All involve 
applying old skills and/or learning new ones but the end product is essentially an aesthetic, 
’quality of life’ rather than an economic one. 15 .
The link between the importance Stimson gave to ’improvement projects’ in the 
curriculum at Smith’s from the first days of the school cannot be attributed to him merely 
responding to the concerns of the local community as expressed through their elected 
representatives and newspapers articles. What can be said is that the method he developed and 
the focus he gave to aspects of the new school’s curriculum addressed these concerns. Two 
further examples of agendas overlapping, or being brought together, are worthy of comment 
here.
One of the distinctive characteristic of the Project Method is students working on their 
own farms under guidance provided by the school. The idea of pupils working on farms 
outside of the school was not new as the examination of Seymour Knapp’s work in the 
previous chapter showed. Stimson had written a pamphlet on this very issue in 1905 in which 
he explored the pupils’ own perceptions of being so engaged. He concluded that the boys 
regarded farm work as a form of free labour rather than an integral part of their learning and 
there was a consequent degree of resentment.
It was noted earlier how one of the letters to the Daily Hampshire Gazette (30/1/1905)) 
had commented
"with all the farms about Northampton, could not these same
instructors take squads of young farm engineers into the fields for as
much practice as they needed to become efficient?"
What Stimson sought to do, through the way he organised the Project Method, was to 
introduce ’ a sense of purpose’ for the learner and a key element in doing so this was provided 
by financial incentives with the pupils sharing in the savings or profits they made through their 
projects. Numerous examples are provided of boys ’earning while learning’ in the 1914 
Federal Bulletin on the Project Method (U.S. Dept, of Education Bulletin No.8, 1914, pl7)
L.Smart Rage 242
with full details of the considerable sums involved. For example, some 30 boys earned a total 
of $9,728.03 in 1912. This attempt to create of a real sense o f purpose on the learner's part 
was a fundamental element in Stimson’ conception of a project.
One final link between the views expressed by the local community and the curriculum 
Rufus Stimson opened the school with in 1908 is also worthy of note as it provides further 
evidence of the dynamic between the factors at play during this time. This concerns the 
education of young women. The Minutes show that the first three staff appointed, Lehnert, 
Dewey and Weed were all to contribute to the agricultural courses. However the next two,
Miss Hedges and Miss Dickey were appointed just a month before the school opened to teach 
domestic science and domestic art respectively (Minutes 18 Sept. 1908). Their teaching was to 
include cookery, table service, laundry work, home nursing and emergencies, physiology and 
hygiene, sewing, dress making and millinery, embroidery and design under the later. It was 
not until November that any appointments were made to develop the mechanics curriculum. 
Smith’s Agricultural School was thus co-educational from the outset with its two initial 
departments being agriculture and home economics. In the lecture Stimson gave only 10 days 
after this opening (see above) he was reported as saying that
"The school is for both boys and girls with the idea that the boys shall take up the 
courses in farming and the girls courses in domestic economy, although it can work the 
other way about at the opinion of the individual.”
(DHG 12/10/1908)
The absence of any surviving records of the discussions that must have taken place 
between the School Superintendents and Stimson and which resulted in the decision to 
establish home economics alongside agriculture at the heart of the curriculum and further, to 
establish the school as a co-educational establishment, is frustrating. Oliver’s Will had nothing 
to say about the education of girls and therefore this decision needed to be an agreed 
interpretation of his ’true intentions’. That there was support in the local community for such 
can be seen in the Gazette's report of January 24th 1905 when the debate about what the focus 
of the school should be was at its height. In one of the lengthiest and most detailed of the 
contributions made J.H.Carfrey, gave his interpretation of what Oliver Smith had intended.
He devoted some 500 words of his address to supporting his statement that
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"Furthermore, this school ought to be co educational. Therefore parallel with courses 
for young men must be given courses for young women."
(DHG 24/1/1905)
He details what is required and clearly identifies, using the actual terms, a ’domestic science’ 
and a 'domestic art’ dimension. The desired end is successful, informed, confident 
housekeepers and the creators of comfortable, attractive homes.
"Not simply to become a scientific housekeeper In household art, to show that
thought and energy can accomplish as much as, or more than money in making a home 
attractive-farm home included."
(ibid)
The details of the home economics courses developed at Smith’s and the rationale for 
them is remarkably close to the above. This is clearly shown in the School Prospectus of 1912 
which forms Appendix 4.
What is significant here is that this newspaper article was published in 1905, nearly 3 
years before Rufus Stimson was appointed but ju st a fter the first Superintendents had been 
elected. The relationship between these perceptions and expectations of the new school and the 
curriculum, method and staffing that was in place when it opened in 1908 is through a line 
between the Superintendents and the person they chose to be the first Director.
The question as to why they chose him and why he found this post attractive has been 
explored, as far as is possible, earlier in the chapter. What must have taken place at some stage 
in this process, however, is a discussion, or discussions, around how the Superintendent’s 
saw the school’s focus and priorities and how Stimson viewed these. Whether he was also 
asked how he might tackle these must remain conjecture and there is no evidence that either 
curriculum or pedagogy formed part of the decision to appoint him. However, even if the detail 
was not discussed, there must have been some form of broad shared agenda established 
otherwise it would have been impossible to move forward in creating the school. There is no 
evidence in the Minutes of any disagreements and the appointment of the two home economics 
teachers with its implicit commitment to co-education is simply recorded with details of
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'subjects and salaries'.
Although it must, in strict terms, remain hypothetical, there is a significant amount of 
circumstantial evidence from a range of sources that strongly suggests a shared agenda 
between Stimson and the local community, represented by its elected Superintendents. As 
was shown in the previous chapter the concern to stem the exodus from the farm, particularly 
of the young, was one that Northampton shared with many other farming communities. It was 
seen how the major farming organisation, the Grange, had been arguing for many years that 
the role of women in creating a more attractive life style required more attention and support. 
Stimson, it was noted in his Gazette 'biography' was "high in the order of the Grange" and 
would certainly have been aware of this. His early curriculum emphasis and initiatives at 
Smith’s in 1908 shows a commitment to tackling this issue. At the same time he could not 
have done so without the active agreement of the Superintendents or against the wishes of the 
local community. There is no record of any opposition to this twin curriculum foci.
The Graduation Ceremony details for 1911 (see illustrations 5 and 6) included earlier in 
this chapter show that this commitment was more than tokenism with the number of girls 
graduating in Household Economy exceeding the boys graduating in either Agriculture of 
Mechanics in the same period.
Stimson had continued to be involved in the American Association of Agricultural 
Colleges and Experimental Stations (he was president when appointed to Smith’s). True notes 
that there had been a steady growth in the number of home economics courses in the colleges 
and experimental stations since 1900 but draws particular attention to the 1908-09 years.
"..in agriculture the work and interests of the home are indissolubly connected with 
those of the farm. Thus the friends of agricultural education had a most powerful 
incentive for promoting home economics education. At the very time that the American 
Association of Home Economics was being formed (1909) the American Association 
of Agricultural Colleges and Experimental Stations, through its committee on
instruction in agriculture, was preparing a 4 year course in home economics ’’
(True 1929, p269)
Smith’s had a 4 year home economics course in place when it first opened in 1908. The 
founding curriculum at Smith’s was clearly at the ’cutting edge’ of these developments and
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seems likely to have informed and been informed by the developments taking place on the 
broader scene. The link once again being Rufus Stimson.
To conclude this chapter the actual person of Rufus Stimson is explored a little further. 
The role of the individual in relation to events and developments has always been a central, 
although controversial area in historical studies, whatever the field they address. How 
significant is Rufus Stimson to the fact that these developments took place at all and that they 
occurred where and when they did? Would this approach to teaching and learning have been 
developed by someone else in another place? Would Stimson have developed it himself if he 
had not come to Smith's School in 1908? History, as has been noted, abounds with moot 
questions and despite the fact that the inevitable answer must be that "We shall never know", 
they can be useful in identifying the areas to be explored and are used as such here.
The central role Stimson played in the design, building and staffing of the school have 
been established. His role in designing the curriculum and its related teaching methods have 
also been firmly established. Both of these are based on details contained in primary source 
material that has not attracted the attention of educational historians to date. In the light of this 
investigation I suggest it may require a réévaluation of the importance of Rufus Stimson as an 
educational innovator.
It is not that his name or his 'link' with the Project Method is new. Contemporary 
Books on education and particularly ones devoted to a study of this method such as Branom’s 
The Project Method in Teaching ( 1919). McMurray's Teaching by Projects ( 1921) and 
Stevenson's The Project Method of Teaching (1921) all mention Stimson. 'Mention' is the 
appropriate term here for he is noted as one of many without any particular importance being 
accorded.Only Stevenson identifies the original 1910 Report to the Board of Education 
(Massachusetts 1911). Appearing in a chapter entitled Definitions of the Project it appears 
under the heading
"Definitions Proposed By Men Interested in Agricultural Education:
Stimson, Allen and Prosser- Several definitions or characterisations have resulted 
from the extensive use of projects in the field of agricu lture. The definition 
by Stimson, Allen and Prosser is as follows...(he then quotes from the report itself)" 
(emphasis added) (p69)
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Extensive though it did indeed become, when this report was submitted the 
definition, the types of project and the examples of each were only to be found in one place. As 
has been established Stimson provided the classification of types and all the examples directly 
from his own work at Smith’s over the previous 20 months. Although Stevenson does 
acknowledge (further into the chapter) that Stimson was the first to 'employ' the method he 
does not explore any further. The Stimson, Prosser and Allen model simply becomes one of 
the many that are detailed in the history of the method chapter. Stimson's role as Director of the 
school and his role in all aspects of its design is clearly not realised in this influential work. The 
significance of this is developed in the following.
More recently, one of the most prominent of American educational historians, Herbert 
Kliebard (1995), acknowledges that Rufus Stimson was an important name to be noted in the 
development of the Project Method and that he was working at Smith’s School, Northampton 
when this took place.
"The first known program growing out of the important relationship between home and 
school that was embedded in in vocational education was conceived by Rufus W. 
Stimson, a teacher at Smith's Agricultural School in Northampton, Massachusetts. In 
1908-09 he implemented what he called a home-project plan in order to help "the boys 
in applying the teachings of the school in their home farm work (Stimson 1914, pl6) 
(emphasis added) (pl33)
While the acknowledgement is accurate it is now clear that Stimson was much more 
than ’a teacher' at Smith's. As the above has shown he was appointed as Director, influenced 
and oversaw the design and building of the school, created the first curriculum and appointed 
the staff to help him realise its intentions. His long term involvement in the organisations and 
professional associations that had been, unsuccessfully, seeking an appropriate method for 
agricultural education is also overlooked. He was not just a teacher 'who came up with an idea' 
to help the boys bring theory and practice together. From his bibliography it can be seen that 
Kliebard has taken his information from Stimson's publication for the Federal Bureau of 
Education of 1914. In this Stimson notes
L.Smart Page 247
"This plan was first tried at Smith's Agricultural School, Northampton, Mass. 
Beginning with the school year 1908-9, this school, of which the writer was then 
Director...."
(pl6)
Appearing h a lf way down page 16 and phrased as it is Stimson is clearly not 
'trumpeting' his own role in the development of this innovation. From this brief sentence it is 
not surprising that even such a meticulous and informed writer as Kliebard is unaware that 
Smith's School did not exist prior to 1908 or that Stimson had been at the centre of the 
physical and curriculum design and had appointed staff in relation to the intended pedagogy. 
The method did not arise from within an existing school or curriculum as might be assumed 
from the low key way in which Stimson draws attention to the first use of this method.
Whether Stimson was a naturally unassuming person who deliberately, or unwittingly, 
underplayed his own role in the development of the Project Method is unclear. Whatever, he 
was not to remain at Smith’s Agricultural School for very long after the 1910 Report was 
submitted to David Snedden.The first item of the Minutes of the School Superintendents 
meeting of July 31st 1911 read
"Director R.W. Stimson tendered his resignation as director of Smith's Agricultural 
School to accept the position of Agent of the State Board for Agricultural Education".
A mere three years after it opened Smith's Agricultural School's Director left his post. 
His resignation took place just as the first ever cohort of students (enrolled in 1908) completed 
their courses and graduated. He had been on secondment to the State for 2/3 s of his time 
during his third year in post. It was, however, quite clearly an amicable parting for besides 
'regretfully accepting' the resignation the Superintendents released the following statement to 
the press.
"It is with profound regret that the trustees of Smith's Agricultural School been obliged 
to accept the resignation of their Director, Rufus W. Stimson who has been appointed 
agent of the Massachusetts Board of Education for promoting the establishment 
throughout the Commonwealth of agricultural schools and vocational agricultural
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departments...With their thanks for his efficient service in Northampton the trustees 
presented Mr Stimson with his keys of the school, in order that he may make it his 
headquarters whenever he is in the vicinity... and they invite him to nominate his 
successor. The fact that the state has claimed him for work in a larger field emphases 
our good fortune in having enjoyed his services in organising and conducting our 
school, in whose interests he has worked with untiring energy and pronounced 
success...."
(Boston Evening Transcript 1/8/1911)
As was detailed earlier, Stimson had been recruited by the Massachusetts Board of 
Education as its Agent for Agricultural Education. He was part of the new team that David 
Snedden, the recently appointed Commissioner for Education, was assembling to push 
forward the vocational education agenda across the state. In the next few years Massachusetts 
became one of the leading states in the promotion of vocational education under the leadership 
of Snedden and his Deputy Charles Prosser before they both moved into key positions on the 
national stage.
Stimson was now going to spend many years taking visitors to see in action and 
writing about the method he had conceived and used with the first students at Smith’s. As has 
also been shown his audience would rapidly expand beyond the state boundary with the federal 
government itself commissioning, publishing and disseminating his writings about the new 
method as it actively encouraged other agricultural educators to 'take it up'.
Within a decade of Stimson first using the Project Method in 1908 it was to become a 
rallying point for educators across the U.S.A. who sought an alternative to the idea that 
education was solely about social and economic efficiency and that the school’s main role was 
to prepare its pupils for their working adult working life. As Kliebard (1995) in his seminal 
study of the curriculum during these years writes
" Within a short time the project method became the major alternative to scientific 
curriculum making for those reformers who saw the schools’s traditional curriculum as 
sadly irrelevant to modem times."
(pl41)
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W.H.K. Kilpatrick's pamphlet The Project Method' of 1918 was the catalyst for this 
development and its author became known as the father of this method, spending the rest of his 
long and illustrious career either advocating or defending this approach to teaching and 
learning. Kliebard concludes that
"Kilpatrick's accomplishment was to take a successful curriculum reform in a 
restricted area, vocational education, and to recast it so as to make it plausible as a way 
of reconstructing the entire curriculum."
(p!41)
The speed and momentum of these developments and the arrival of educational 'heavyweights' 
like Kilpatrick seem to have led to Rufus Stimson being relegated to something of a footnote 
when the Project Method was, and is, written about. Acknowledged yes, but with little attempt 
to explore his contribution further which would have taken the investigation into why this 
major curriculum development took place where and when it did. This is not simply the result 
of the passage of time for, even by 1916, his former boss, David Snedden was claiming what 
now seems more than his fair share of the credit for this innovation. His article in School and 
Society of 1916 (vol.4. p419-423) entitled The 'Project' As A Teaching Unit uses the phrase
"some of u s  began using the word ’project"
(emphasis added)
The failure to name his former Agricultural Agent as the originator of this approach and the 
deliberately inclusive use of "us" was significant in this marginalisation of the former's 
contribution. Branom's The Project Method in Education (1919) and Stevenson's 'The 
Project Method of Teaching' (1920) were (and remain) two of the most comprehensive books 
written on this subject. Branom has a sub heading entitled
"A recognition of the project as an educational term is limited to the present".
and expands
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"In the early part of the present century, as related by Professor David Snedden, 
"some of us began using the word ’project' to describe a unit of educative creative 
work in which the most prominent feature was some form of positive and concrete 
achievement".
(emphasis added) (p30 )
His quote is taken from Snedden's own article of 1916. Although Branom does quote 
from Stimson’s 1914 publication for the Federal Board of Education to illustrate a project in 
action the unquestioned acceptance of Snedden’s implicit and inclusive claim that it was 
developed ’ by some of us' is very important. Stevenson's treatment has been referred to 
already and his ’men of Massachusetts’ phrase also indicates a somewhat lesser role for 
Stimson than now appears appropriate.
The point being established here is that although there was willingness to acknowledge 
Stimson as 'employing' the method it was not felt necessary to explore why he developed it 
where and when he did. It was obviously not considered of great significance and Stevenson, 
like Branom readily calls upon Snedden's own writings on the subject as representing what 
had taken place in Massachusetts in the pre 1910 period.
The importance of this point is not simply about establishing that Rufus Stimson's role 
as a major and influential curriculum innovator has been seriously overlooked. Rather, it is that 
because of the lack of importance accorded to Stimson the importance of the context in which 
this method originated has not been given due attention by curriculum historians. Indeed, in the 
light of the extensive literature searches undertaken as part of this study it is possible to claim 
that this is the first attempt to explore why this method originated where and when it did.
Of all the different approaches to teaching and learning that were developed during the 
early years of this century including the Gary Plan, Dalton Plan, Play Way each has been 
explored and documented in detail. Y et none of these continues to function or has proved so 
influential across the educational systems of so many different countries.
Despite the impact that Kilpatrick’s 1918 pamphlet made, and the subsequent 
attachment of his name with this method, it is here contended that the distinctive features of the 
Project Method, its sine qua non were present in the original version first developed by
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Stimson at Smith's School in 1908.
The combination of factors, the dynamic interaction between the general and the 
specific, the role of individuals, both living and dead, all contributed to the conception of this 
method in the place and time when it occurred. This chapter has sought to identify and then 
explore the local factors whose significance has not received sufficient attention to date. Only 
when these are also considered can the better understanding being sought be achieved.
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End notes
1 . The Will is produced in full as Appendix 5.
2 .  Alongside these prescriptive features Smith also created scope for development into new areas he 
acknowledged would be necessary for the school to fulfil this role."And if it be thought best to extend the 
manufacturing Establishment to other Trades and for other purposes in the manufacturing Line, if the income of 
the fund will admit it may be done."(pi 1). It is interesting to note that he also built in a financial support 
system for the boys as they left the school to enable them to 'set-up' on their own and use the knowledge and 
skills developed while pupils at Smith's. This role continues through to today .
3 .  His involvement in the two organisations highlighted here is important. As the last chapter showed both 
had been actively involved in seeking a more appropriate pedagogy for agricultural education over the previous 
decade. A search that had proved frustratingly elusive. Stimson's personal involvement in these organisations is 
explored further later in this chapter.
4 . Many readers of this study will be able to appreciate that most decisions made involve a range of factors 
from the mundane to the principled. As such, the phrase highlighted above, which could only have originated 
with the couple themselves, can be taken at face value. Later in this section the attraction of Northampton 
being within the Massachusetts' Board of Education's domain is explored.
5 . Although a college by 1893 Storrs had begun its existence as an agricultural school. True (1929, p323-4) 
notes it as being at the fore of agricultural education in the 1890s with its own farm, relevant curriculum and 
suitably qualified agricultural teachers. It was dev eloped into an experimental station after the Hatch Act and then 
a Land Grant College in 1893.
6 . This issue of the Gazette appears to have provided as comprehensive a bibliography of the man as was ever 
to be given. Even in the Dictionary of American Bibliography (1962, p i238) most of the detail came from this 
issue some 40 years before his death.
7 . 'May' or 'suggest' are not preferred vocabulary for historians. However, they are both necessary and acceptable 
as one attempts to add flesh to the bones provided by the 'hard evidence'. Conjecture in history needs to arise 
from the available evidence and to be constantly related back to it. At the same time its tentative nature needs to 
be overtly acknowledged and this is the case here.
8. It seems unlikely that these have survived.
9 . The link between the physical design of a school and the prevailing philosophy of education in any period is 
a fascinating one and is an area that has yet to be effectively explored. The 'open plan' schools of England in the
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1960s and early 1970s reflect a dillerent philosophy to the turn of the century London School Board ones with 
their long corridors of classrooms. There is no reason to suspect that this interaction between educational 
philosophy and school design was not at play in the building of Smith's school. Indeed it would be difficult for 
it not to be so.
10. As was examined in chapters 2 and 4 this Bulletin, but not the appendix, was written by Stimson al ter he 
had become the Massachusetts' Board of Education's Agent for Agriculture. Initially published as a 
Massachusetts document it was expanded and republished in 1914 by the federal government to disseminate 
knowledge about the Project Method. It is produced in full as Appendix 2.
11 . 'Adapted' could be problematic here. However, I suggest the tense can be taken to indicate that it is a figure 
of speech and does not indicate that the building 'has been adapted to its purpose’ but rather is 'well suited' to its 
purpose. Care needs to be exercised when making such interpretations? However, the presence of a ground plan 
alongside this comment and the comments the author makes about physical problems experienced by some of 
the other schools visited make such an interpretation reasonable.
12 . The earliest one which has been found is for 1911 and is held at the school. A copy is included as Appendix
4.
1 3 . As was noted in the previous chapter this local concern reflects a wider national one that organisations such 
as the Grange had continually drawn attention to.
1 4 . The Project Method was now the approved method for agricultural education in the State so this was an 
important and influential document for the towns across the state seeking to acquire funds to support their 
scnools. This Act made approval of the methods ol instruction a requirement before any funds w ere released. It 
was the State Agent for Agriculture, Rufus Stimson, who would be the one who gave this approval ( U.S. 
Bureau of Education, No.8.1914,47)
15. The following detail is then given to show how this is in effect the Project Method in action. It is 
reproduced here for illustration, bearing in mind that this was a document for the uninitiated .
"A fanning project, as the term is used here, is a thing to be done on a farm which, in the preparation 
for doing it and in the carrying of it out to a successful result, involves a thorough going educational 
process. The improvement project of constructing a concrete walk to the front door might involve a 
study of the nature of cement; its action on sand, gravel and broken stone; its resistant qualities to the 
weather; the seasons in which it might be used; its cost as compared with other materials, such as 
boards, plank,tar,brick, flagging and asphalt; the mathematical determination of proportions of 
sand, cement, and stone to be used; the geometrical determination of the sections into which it should 
be divided, and whether it should be crowned or flat; the geographical sources of the raw material and
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the commercial conditions for purchasing the cement".
(U.S.Board of Agriculture 1914, pl3).
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Chapter 6
Conclusion and Implications
"The quarter century between 1893 and 1918 was an extraordinarily creative one in 
American educational history. Within its confines are rooted many ideas and outlooks 
which have since become bases in pedagogical theory and practice"
Cremin (1955, p295)
The Project Method was, in terms of its immediate and long term impact, the most 
successful of the many pedagogic innovations of this period. It was not just a contemporary 
success for, unlike many of its counterparts, it continues to be used nearly 100 years after its 
conception. In the light of this it is perhaps rather surprising that its earliest, formative period 
has not been thoroughly explored or documented to date.
This study has sought to establish the origins of this method. Through a combination of 
critical examination of secondary sources and, more importantly, through the use of previously 
unused primary source materials it has confirmed that the origins of the Project Method can be 
traced to Smith’s Agricultural School and Northampton School of Industries in the small town 
of Northampton in Western Massachusetts, U.S.A. The use of the same primary sources have 
also enabled its origins to be located with a rare degree of precision in time as well as space. 
The Massachusetts Board of Education Agricultural Survey Report of 1910 contained the first 
documented use of the term ’Project Method'. The conceptual model and all the illustrative 
detail on the Project Method contained within this report were taken directly from the 
curriculum and pedagogy currently in use at Smith’s School. There were three people involved 
in drawing up this report, two state employees and Rufus W. Stimson who had been seconded 
part time from his post as Director of the same Smith’s School, in the course of this 
investigation and through the use of these primary materials it was established that Smith’s 
School had only opened in September 1908. This overlooked fact has been shown to be a 
significant one.
The objective of establishing where and when the Project Method originated was
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always intended to provide a foundation for posing the principal historical question as to why. 
Why did a curriculum model that was to prove so influential and long lasting come into 
existence in this place and at this time?
The Methodology Chapter explored how the nature of the history of education has 
evolved during the last century and how these changes reflect those that have occurred within 
the home discipline of history. As was noted there, any contemporary attempt to provide an 
explanation of why events in the past developed as they did needs to take account of these 
changes. Silver’s comment reflects the approach adopted in this study as the central why 
question was asked.
” It is impossible, in the changed parameters of histoiy of education established in 
recent decades, to consider issues of reform purely in terms of schooling or even of 
’education1 as understood in the past.”
(1986, p294)
In Chapter 1, mono-causal and determinalist approaches were considered but rejected 
as inadequate in providing a comprehensive understanding of historical events. It was 
established that the present study would seek to provide an explanation through the 
identification and examination of significant contexts. The results of the investigation into these 
contexts is here presented in a framework that is best described as convergent. It is important 
to realise that although these contexts have been ’teased apart’ in the interests of clarity of 
treatment the dynamics at work within and between them is of the greatest significance and has 
been constantly referred to.
The first context that was identified and examined in detail was the broad one of 
American society in the last two decades of the nineteenth century and the first decade of the 
twentieth. This period had been referred to as being one in which society was in a ’state of 
flux’ or ’transition’ and this hypothesis was examined in Chapter 3. The examination of the 
combined effects of industrialisation, urbanisation, immigration and technological advances 
concluded that such a description could be substantiated. This was quite an exceptional period 
with regard to change in so many spheres of everyday life and which affected all socio­
economic groups within this society.
From this examination of the broad context the following chapter focussed upon
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education within this society during this period. It was shown that education was both affected 
by, and contributed to the transitions taking place. The rejection of the existing classical 
humanist curriculum and 'the common school for all’ was detailed. The steady but insistent and 
increasing demand for ’greater relevance’ in the curriculum and the reservations about the 
effectiveness of the ’traditional’ teaching methods used were investigated. It was established 
that the ’demand for relevance’ hardened and led to the rise of vocational education which was 
then considered in detail in the following chapter.
The changes underway within society generally and those taking place in education 
more specifically were each considered in their own right but their relative significance was 
increased due to the interaction or dynamic between them. Together they created a situation in 
which pedagogic innovation in different spheres of the educational system was not only 
acceptable but actively encouraged. One of these areas was agricultural education. Due to the 
fact that Chapter 2 had located the origin of the Project Method firmly within this sphere the 
developments that took place were explored in greater detail. It was established that the search 
for an appropriate curriculum and pedagogy for agricultural education had been underway for 
over a decade prior to 1908 and, as the records show, had proved very difficult to find.
The issues considered in Chapters 3 and 4 established that this was, as Cremin noted in 
the opening quotation (1955, p295), a ’transitional’ and ’particularly innovative' period. 
However, while the conditions may have been conducive, particularly within agricultural 
education, to the development of a new method, none of the factors examined explained why 
such a development as the Project Method should have occurred where it did. Throughout the 
earlier research stages of this study a satisfactory explanation of this proved frustratingly 
elusive to construct. In the Methodology Chapter, the central importance of historians seeking 
to locate and work with primary source materials was affirmed. It was therefore important, 
once Smith’s Agricultural School had been established as the place where the Project Method 
was conceived, to visit it and to establish what, if any, primary sources might be available that 
could contribute to the understanding being sought.
When it did eventually become possible to undertake this visit it totally confirmed the 
historian’s maxim referred to above. During my stay in Northampton I became aware of factors 
which had either escaped the notice of, or had not been considered of significance by both 
contemporary and recent writers who have written on the development of this method. I was 
able to locate and work with primary documents held at the school, most notably the original
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Superintendents’ and Director's minutes in the period when the school was, quite literally, 
being built. It would appear from the present staff at the school that I am the first to have 
consulted or used these in relation to the development of the Project Method or indeed the early 
history of the school.
It is only when the significance of these unique local factors is understood, and then 
related to the broader developments occurring with the educational system and society itself, is 
a sustainable explanation possible. Arising from the methodological considerations, and a 
’constant’ throughout the study, has been the concern with exploring the dynamic between 
different factors established as significant.
The most significant and immediate impact of having access to these primary materials 
was to alert me to factors that I had not previously been aware and which none of the earlier 
writers on the history or development of the Project Method had noted. Chapter 5 consists of a 
detailed consideration of these and of their significance in explaining why this method was 
conceived where and when it was. As was established here, the Will of Oliver Smith, written 
in 1845, determined the actual existence of Smith’s Agricultural School. Similarly, it 
determined the date of opening and importantly created a tight framework within which the 
school had to be developed. As was shown these included the creation of clear, direct and 
regular lines of accountability to the local voters. Further, it also provided a rationale for the 
school which was to have important curriculum implications as the benefactor’s intentions 
came to be realised in the first decade of the twentieth century.
It is perhaps surprising that no writer on the subject of the Project Method to date has 
either noticed or deemed significant that Smith’s School and the Project Method came into 
existence together. This important connection had been clearly established in the previous 
chapter and an awareness of this is central to the explanation offered here. It was argued that 
the Will also acted as a catalyst for the appearance of two other factors whose significance was 
explored and has now been established.
The first, somewhat intangible but no less significant for that, was the creation of 
perceptions and expectations within the local community as the release date for the money to 
build the new school approached. Through the detailed examination of contemporary local 
newspapers undertaken a strong and assertive sense o f ownership can be detected within the 
local population of Northampton in relation to the proposed school. It was argued that this 
arose directly from the way the Will of Oliver Smith had been constructed. The requirement
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that the school’s Superintendents were to be elected annually ensured that these views could 
not be ignored in the management of the school were influential.
The Will was also shown to have had a further catalytic effect in relation to another 
major factor which helps explain why the Project Method originated where and when it did. 
This factor being the person of Rufus W. Stimson.
The significance of this particular individual in the creation and early development of 
the Project Method has to date been both confused and ambiguous. 1 . As a result of the 
examination of the primary sources held at Smith’s School it is contended here that his 
significance has been underestimated and that a reassessment is now necessary. His central 
involvement in all aspects of the creation of the school in which the Project Method was first 
used were examined in the previous chapter. It is only very rarely that an educator has the 
opportunity and degree of influence to determine his/her own institution that Stimson exercised 
in 1908. As was shown these included designing and overseeing the actual building of the 
school which was later to be acknowledged as distinctive and innovative by contemporary 
educationalists. He chose and appointed the initial team of teaching staff and, of the greatest 
importance to this study, he determined the curriculum and the pedagogy to realise its aims. 
This degree of influence can only be realised by working through the pages of the 
Superintendent's Minutes for 1908. As neither Stimson himself, his superiors in the 
educational system of Massachusetts nor contemporary writers drew attention to the centrality 
of his role it has lain unrealised and thus underestimated until now.
Barbara Fmkelstein (in Silver 1986, p300) in her Presidential Address to the American 
Educational Studies Association in 1982 paraphrased the title of the popular folk song to 
'Where Have All the People Gone?” to make her point that historians must not overlook factors 
such as personal motivation, relationships and the ’human’ factors generally when offering 
explanations of why things happened as they did. It is impossible to attempt to address the 
question as to why the Project Method developed where and when it did without an 
understanding of Stimson's role and significance.
As Evans notes (1997, p i35)
'Historians can explain something by putting it into a context”
This study's location and examination of the earliest Superintendent/School Minutes, the
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examination of the 1845 Will of Oliver Smith and the exploration of the contribution of Rufus 
Stimson has added another context that needs to be taken into account when an explanation is 
presented as to why this particular and influential method came to be developed where and 
when it did.
The dynamic between the factors within the wider contexts considered in Chapters 3 
and 4 and the local ones considered in Chapter 5 has been drawn attention to as the study has 
progressed. Together, a combination of circumstances, general and specific, national and local 
had created a situation which was particularly conducive to the development of the innovative 
curriculum and pedagogic model first used at Smith's school in 1908
Beyond the Present Study ...
As Cremin's quote at the beginning of this chapter noted, new methods and 
approaches were far from uncommon during this period. This was confirmed by the review of 
innovative methods that were tried within agricultural education undertaken in Chapter 4. 
Hardly any of the other methods lasted more than a few years and even less proved to be 
transferable from their original location. This was not to be the case with the Project Method. 
Within 3 years of its original conception at Smith's it had been adopted as the 'officially 
recommended’ method for agricultural education within the State of Massachusetts. Within 5 
years it received Federal Government approval and active support through official 
publications.
There has been a recent interest in the field of curriculum history as to why certain 
educational innovations prove sustainable while others flourish and whither in a short time 
span. Kliebard in a recent paper (1996, pl23) notes that John Dewey had given thought to this 
as early as 1901 (Dewey, 1901, p337-8 in Kliebard 1996, p i23). Kliebard writes
"By 1901, John Dewy was already troubled about the failure of many educational 
reforms. With astonishing regularity, promising pedagogical innovations had made 
their appearance, enjoyed a brief day in the sun, and then quietly vanished. In 
attempting to account for this phenomenon, Dewey called attention to what he believed 
to be at least one source of this failure- an incompatibility between the 
organisation and management of schools and many pedagogical 
reforms...If Dewey's hypothesis is correct, then pedagogical changes, even dramatic
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ones, may be sustained or undermined depending on whether the organisation and 
management of schools are compatible with those changes"
(emphasis added)
Kliebard’s research into educational reform in one particular school in the state of 
Wisconsin led him to conclude that Dewey's hypothesis has a contribution to make to our 
understanding of this phenomena. I believe it has relevance in the context explored here. This 
study has presented an explanation as to why the Project Method originated where and when it 
did. This may now offer a foundation for a further investigation as to be why this particular 
method proved so successful in both the immediate and longer term. As so often proves the 
case the attempt to answer one historical question leads onto others.
The primary sources considered in the previous chapter, particularly the 
Superintendents' / School Minutes established that once he was appointed as Director, Rufus 
Stimson was given power to design the school itself, to devise its curriculum and to staff it 
accordingly. It was, quite literally, starting from the blueprint. The Minutes reveal that the 
evolution of the professional/lay responsibilities divide began at the earliest meetings. There is 
no evidence that this division was contentious or acrimonious throughout the period of 
Stimson's tenure. The effect of this was that there was no layers of administration or 
accountability beyond these weekly meetings and the annual elections for the three 
Superintendents. In relation to Dewey's identification of the problems caused by
"incompatibility between the organisation and management of schools and many 
pedagogical reforms..."
the situation at Smith's in 1908 was, at least, an unusual one.
Continuing this further, this study’s establishment that Stimson was the Director rather 
than 'merely' a teacher at the school (Kliebard 1995, p!33) is more than the correcting of a 
small detail on the historical record. The establishment that Stimson designed the school, wrote 
its curriculum, devised and developed the pedagogy to realise its intentions while also 
involving himself in the teaching process assumes a greater significance in explaining why this 
method succeeded as it did. He was the person in charge of the 'organisation and management’ 
of the school in which his own curriculum and pedagogic reforms were being employed.
L.Smart Page 262
Although beyond the confines of this present study the situation at Smith’s School 
provides a fascinating context to which the Dewey/Kliebard ’sustainability of educational 
innovation’ hypothesis might be more fully explored.
There are a range of further areas which might also provide profitable lines for 
investigation that arise from the findings here.
One of these would be to explore the developments that took place between the first use 
of the Project Method at Smith’s School and the publication ofW.H. Kilpatrick’s The Project 
Method (article 1917) and subsequent pamphlet (1918). Kilpatrick continues to be 
acknowledged as the creator of the Project Method and the following quotation is taken from a 
recent history of education book.
"The project method was one of many other approaches to curriculum. Its originator
was William Heard Kilpatrick."
(Button and Provenzo,1989, p249)
It has been suggested that a réévaluation of the contribution of Rufus Stimson to the 
development of the Project Method is now necessary. The investigations undertaken within this 
study have shown that Stimson presented a more complete conceptualisation of this method 
than has previously been acknowledged. As he writes about the Project Method in the 
publications of 1912 and 1914 its philosophical and epistemological basis is clearly delineated. 
As was shown in Chapters 2 and 5 each also articulates an understanding of how learning 
takes place, being particularly strong on the consideration of the part motivation plays. The 
crucial role of the teacher in the use of this method is carefully detailed with clear guidance 
given on the responsibility for matching task and pupil, of record keeping, monitoring and 
assessment.
A juxtaposition of the two conceptual models, Stimson's and Kilpatrick’s could prove 
very interesting. Any réévaluation of the significance of Stimson contribution to the 
conceptual basis of the method will, I suggest, also require a critical réévaluation of 
Kilpatrick's contribution. There can be little dispute with regard to his importance as a 
populariser of the Project Method but the widespread acceptance of him as originator is not 
accurate.
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In the light of the above, possibly as a part of it, one further area could make an 
interesting study. A bibliography of Rufus Stimson would now seem desirable. Whether any 
papers are held by distant relatives, for he had no children, proved impossible to ascertain for 
this study but they may exist. If so, they may provide valuable insights, particularly into the 
influences on Stimson’s own thinking in relation to the curriculum and pedagogic issues. They 
may also offer insights into the dynamics between the local and broader factors considered here 
for, to a considerable degree, it was through Rufus Stimson that these came together at 
Smith's School in 1908.
There is one other area which can be mentioned here as possibly worthy of further 
investigation. The contemporary resonance of many of the central features of Stimson's 
original concept is likely to have been noted from the above. An investigation which juxtaposed 
the contemporary understanding and use of the Project Method with the original concept could 
prove illuminating for the method continues to attract both support and criticism as it moves to 
its 100th birthday.
Finally......
.... and returning to the issues first raised in the Introduction there is the one of the 
value of what has been explored in these pages to those working in education today.
Many of the issues considered across the last three chapters echo those that form the 
political-educational agenda today. How can the needs of society and the needs of the 
individual be brought into harmony? What counts as knowledge? Who should decide this? 
What is 'Education for life'? More specific pedagogic issues such as the role of the teacher and 
the role of the learner in the learning process, the role of motivation and its relation to purpose 
in the creation successful learning situations continue to be as much part of the agenda today as 
they were at the turn of the century.
These are unlikely to ever be 'resolved' but the responses to them change. In the 
Introduction it was argued that the value of history of education to those involved in teaching is 
that it enables them to play a fuller part in the debate about what they do and how they do it. It 
warned of how the absence of the historical perspective on current issues leads to an 
'immersion in immediacy' (Goodson 1985, p50) which is in effect dis-empowering. Through 
the issues examined here, and the more informed understanding of when, how, and why a 
particularly distinctive and influential curriculum model and associated pedagogy came into
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existence, a small contribution may have been made to mitigating this.
As Foster Watson wrote over 80 years ago
".. by moving into the past teachers could arm themselves for the present 
... by becoming aware of past experiences they could expand their own"
(1914, p85)
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End Notes
1. Several examples were given of this in Chapter 5. The most recent of this is found in the influential and 
authoritative work of Herbert Kliebard(1995) where his summary of the early history of the Project Method 
refers to
"....Rufus W, Stimson, a teacher at Smith’s Agricultural School in Northampton".
(pl33)
The failure of any previous writer to establish Stimson's formal position as Director rather than teacher at the 
school may, I suggest, be one of the reasons why there has not been a full examination of his role. As has been 
shown an attempt to understand the origins of the Project Method without this has contributed to the confusion 
and misconceptions that have continued in relation to this.
L.Smart Page 266
Bibliography
Acton, Lord (1906) 
Adams, J. (1922)
Aldrich, R. (1992)
Appleby, J., Hunt,L. & 
Jacob, M. (1994)
Armytage, W.H.G.(1953)
Armytage, W.H.G.(1967)
Bailey, J.C. (1945)
Bailyn, B. (1960)
Barnard, H. (1969)
Beacroft, B.W. &
Smale, M.A. (1992)
Beard, C.A. (1913)
Bloch, M. (1954)
Lectures in Modem History 
London: Macmillan
Modem Developments in Educational Practice 
London: University Press
Discipline, Practice and Policy: A personal View of History of 
Education
Vitae Scholasticae 11: 1&2,77-92
Telling the Truth About History 
New York: MacMillan
The Place of History of Education in the Training 
Courses for Teachers
British Journal of Educational Studies 1: 1,4-11
The American Influence on English Education 
London: Routledge and Kegan Paul
Seaman A. Knapp: Schoolmaster of American Agriculture 
New York: New York Univ.
Education in the Forming of American Society 
Chapel Hill: Univ. of N. Carolina Press
A History of English Education from 1760 (6th Ed)
London: University of London Press
The Making of America 
London: Longman
The Economic Interpretation of the Constitution 
New Y ork: MacMillan
The Historian's Craft 
Manchester: University Press
L.Smart Page 267
Bobbitt, F. (1913) Some General Principles of Management Applied to the 
Problems of Citv-School Systems: 12th Y ear Book, Part 1 
Bloomington, 111.: National Society for the Study of Education
Bobbitt, F. (1918)
Borg, W.R. (1963)
Bowles, S. &
Gintis, H. (1976)
Boyd, W. &
King, E. (1975)
Branon, M.E. (1919)
Brickman, W.W. (1949)
Buck, S.J. (1913)
Butterfield, H. (1931)
Butterfield, H. (1969)
Button, H. &
Provenzo, E. (1989)
Carr, E. H. (1963) 
Childs, J.L. (1956) 
Cobb, S. (1921)
The Curriculum 
Boston: Houghton Mifflin
Educational Research: An Introduction 
London: Longman
Schooling in Capitalist America 
New York: Basic Books
The History of Western Education (11th Ed) 
London: A.& C. Black
The Project Method in Education 
Boston: Gorham
Research in Educational History 
New York: New York Univ.
The Granger Movement 1870-1880 
Cambridege, U.S.: Harvard
The Whig Interpretation of History 
London: Penguin edition (1971)
Man On His Past
Cambridge: Cambridge University Press
History of Education and Culture in America 
New Jersey: Prentice Hall
What is History?
London: Pelican
American Pragmaticism and Education 
New York: Holt
The Essence of Progressive Education 
Educational Review. Jan. 1-5
L.Smart Page 268
Cohen, L. &
Mannion, L. (1994 éd.)
Collings, E. (1927) 
Collingwood, R. (1946) 
Cremin, L. (1955)
Cremin, L. (1961)
Croce, B. (1941)
Cubberly, E. (1934)
Curti, M. E. (1951)
Curtis, S. &
Boultwood, M.(1967)
Damton, R. ( 1983) 
Demiashkevich, M. (1926)
Dewey, J. (1902)
Dewey, J. (1910)
Research Methods in Education
London: Routledge
An Experiment with a Project Curriculum 
New Y ork: Macmillan
The Idea of History 
Oxford: University Press
The Revolution in American Secondary Education 
1893-1918
Teachers College Record 56: 295-308
The Transformation of the School: Progressivism in American 
Education 1876-1957 
New York: Vintage
History-Its Theory and Practice (Translation by Ainslie, D) 
London: Harrap
Public Education in the United States 
Boston: Houghton Miffin
The Growth of American Thought 
New Y ork: Harper
History of English Education Since 1800 
Cambridge: University Tutorial Press
The Great Cat Massacre 
London: MacMillan
The Activity School: New Tendencies in Educational Method in
Western Europe
New Y ork: Little & Ives
The Child and the Curriculum 
New York: MacMillan
How We Think 
London: Harrap
L.Smart Page 269
Dewey, J. (1916) Democracy and Education: An Introduction to the Philosophy of 
Education
New York: Macmillan
Dickinson, A., Lee, P. 
&Rogers, P. (1984)
Dropkin, S. Full, H. 
Schwarcz, E. (1975)
Drost, W.H. (1967)
Ebbling, D.C. (1976)
Eddy, E.D. (1957)
Edson, C. (1988)
International Institute of 
Teachers College
Ensor, B. (1926)
Evans, R.J. (1997) 
Fellows, M.S.(1965)
Fukuyama, F.(1992)
Learning History 
London: Heinemann
Contemporav American Education: An Anthology of Issues. 
Problems and Challenges 
New Y ork: Macmillan
David Snedden and Education for Social Efficiency 
Madison: Univ. of Wisconsin
Courthroom Crucible: The Smith Charities 
Northampton, Mass: Trusttees of the Smith Charities
Colleges for Our Land and Time 
New Y ork: MacMillan
Our Past and Present: Historical Enquiry in Education 
in Sherman, R. & Webb,R. Qualitative Research in Education: 
Focus and Methods 
Lewes: Falmer
Educational Yearbooks 
New York: Columbia Univ.
Outlook Tower
The New Era 7: 27, 90-104
London: New Education Fellowship
In Defence of History 
London: Granta
Projects for Schools 
London: Museum Press
The End of History and the Last Man 
London: Routledge
L.Smart Page 270
Gabella, M. (1996)
Garvey, R.C. (1948) 
Goodenow, R. (1990)
Goodson, I.F. (1983)
Goodson, I.F. (1985)
Goodson, I.F. (1987)
Goodson, I.F. & 
Kincheloe, J.L. (1991)
Gordon, P. &
Lawton, D. (1978)
Gordon, P. &
Szreter, R. (1989)
Graham, P. (1967)
Harlan, D. (1989) 
Heald, F.E. (1918)
Postmodern? Perhaps: But Historical? A Reply to Barbara 
Norman
Journal of Curriculum Studies 28: 6, 725-730 
Oliver Smith E sq .
Northampton,Mass: Trustees of the Smith Charities
The Progressive Educator and the Third World: a first
look at John Dewey
History of Education : 19: 1,23-40
School Subjects and Curriculum Change: Studies in the Social 
History of the Curriculum 
London: Croom Helm
Towards a History of Curriculum
History of Education Society Bulletin 35: 1,47-53
International Perspectives in Curriculum History 
London: Croom Helm
Teachers as Researchers: Qualitative Inquiry as a Path to
Empowerment
Lewes: Falmer
Curriculum Change in the Nineteenth and Twentieth Centuries 
London: Hodder and Stoughton
History of Education: The Making of a Discipline 
London: The Woburn Press
Progressive Education: From Arcadv to Academe: A History of 
the Progressive Education Association 1919-1955 
New York: Teachers College Press
Intellectual History and the Return of Literature 
American History Review 94: 581-609
The Home Project as a Phase of Vocational Agricultural 
Education'
Federal Board for Vocational Education Washington : U.S. 
Government Printing Office
L.Smart Page 271
Herbst, J. (1987)
Hexter, J. (1971)
Hexter, J. (1971)
Hill, J. &
Kerber, A. (1967)
Hirst, P. (ed) (1983)
Horn, E. (1922)
Hotchkiss, E. (1924)
Hunter,W. (1910)
James,W.(1890)
Jarausch, K.H.
Jenks, J.W. &
Lauck, W J. (1912)
Jones, M. (1976)
Josephson, M. (1934)
Kelly, A.V. (1986)
L.Smart
The New History of Education in Europe 
History of Education Quarterly. 27: 1, 33-44
Doing History 
London: Allen and Unwin
The History Primer 
London: Basic Books
Models, Methods and Analavtical Procedures in Educational 
Research
Detroit: Wayne State University Press
Educational Theory and Its Foundation Disciplines 
London: Routledge
Criteria for Judging the Project Method 
Educational Review. Feb. 93-101
The Project Method in the Classroom 
Boston: Ginn
The Fitchburg Plan of Industrial Education 
School Review 18, March, 166-173
The Principles of Psychology 
New York: Holt
The Old ’New History of Education": A German 
Reconsideration
History of Education Quarterly. 26: 2, 225-241
The Immigration Problem 
New Y ork: Funk and Wagnalls
Destination America
London: Weidenfeld and Nicolson
Robber Barons : The Great American Capitalists
New Y ork: Harcourt Brace Jonanovich
Knowledge and Curriculum Planning 
London: Harper and Row
Page 272
Kerry (1988) & 
Eggleston, J.
Kaestle,C &
Vinovkis, M. (1980)
Katz,M .B. (1968) 
Keppel, A.M. (1960)
Kilpatrick,W. (1918)
Kilpatrick, W.H. (1919) 
Kilpatrick, W.H. (1922) 
Kliebard, H. (1995) 
Knoll, M. (1995)
Knoll, M. (1996) 
Lane,C. (1917)
Topic Work in the Primary School
London : Routledge
Education and Social Change in Nineteenth Century
Massachusetts
Cambridge (U.K.): C.U.P.
The Irony of Early School Reform: Educational Innovation in 
Mid Nineteenth Century Massachusetts 
Boston: Beacon
County Schools for County Children: Backgrounds of the 
Reform Movement in Rural Elementary Education 
Unpublished Ph.D thesis 
Madison: University of Wisconsin
The Project Method
Teachers College Record 19: 4,319-335 
New York: Teachers College
The Theories Underlying the Experiment 
Teachers College Record 20:.2, 99-106
The Project Method in College Corses in Education 
Education Review. Oct: 207-217
The Struggle for the American Curriculum.
New York: Routledge
The Project Method: Its Origin and International Influence 
In Lenhart,V. & Rohrs,H. (eds) Progressive Education Across 
the Continents. 307-318 
New York: Lang
Faking a dissertation: Elsworth Collings, W.H. Kilpatrick, and 
the 'project curriculum’
Journal of Curriculum Studies 28: 2,193-222
Aims and Methods of Project Work in Secondary Agriculture 
School Science and Mathematics 17: Dec., 805-810
L.Smart Page 273
Lawson, J. & 
Silver, H. (1973)
Lawton, D. (1989)
Lazerson, M. & 
Grubb, N. (1974)
Lenhart,V. & Rohrs, H. 
(eds) (1995)
Leon, A. (1985)
Lowe, R. (1983)
Lynd, R.S. &
Lynd, H.M. (1929)
Marwick, A. (1981)
Marx, K &  (1848)
Engels, F.
Massachusetts Senate (1906)
Massachusetts
Board of Education (1909)
Massachusetts
Board of Education (1910)
Massachusetts
Board of Education (1911)
A Social History of Education in England 
London: Methuen
Education, Culture and the National Curriculum 
London: Hodder and Stoughton
American Education and Vocationalism: A Documentary History 
1870-1970
New York: Teachers College Press
Progressive Education Across theContinents.
New York: Lang
The History of Education Todav 
Paris: UNESCO
History As Propaganda: The Strange Uses of the History 
of Education; Trends in The Study of Education 
reprinted in Gordon and Szreter 1989, 225- 240.
Middletown: A Study in Contemporary American Culture 
New Y ork: Harcourt
The Nature of History 
London: MacMillan
Manifesto of the Communist Party (1966 edition)
Moscow: Progress Publishers
Report of the Commission on Industrial and Technical Education 
(aka Douglas Report)
Boston: Wright & Potter
Seventy Second Annual Report 
Boston: Wright &Potter 
Seventy Third Annual Report 
Boston: Wright &Potter
Seventy Fourth Annual Report 
Boston: Wright &Potter
L.Smart Page 274
Massachusetts
Board of Education (1912a)
Massachusetts Board 
of Education (1912b)
Massachusetts Board 
of Education (1912c)
Massachusetts Board 
of Education (1912d)
Massachusetts
Board of Education (1913)
Massachusetts
Board of Education (1914)
Massachusetts
Board of Education (1915)
Mckelvey, B. (1969)
McMurry, C.A. (1921)
Midwinter, E. (1966)
Morse, L.B. (1924)
Morison, S.
& Commager, H.& 
Leuchtenburg, W. (1977) 
Mott, F. (1941)
Musgrave, P.W. (1968)
Seventy Fifth Annual Report 
Boston: Wright &Potter
Agricultural Project Study: Bulletin No. 4 
Boston: Wright &Potter
Project Study for Vegetable Growing: Bulletin No. 5 
Boston: Wright &Potter
Agricultural Project Study Bibliography: Bulletin No. 6 
Boston: Wright &Potter
Seventy Sixth Annual Report 
Boston: Wright &Potter
Seventy Seventh Annual Report 
Boston: Wright &Potter
Seventy Eigth Annual Report 
Boston: Wright &Potter
The City in American History 
New York: Barnes and Noble
Teaching By Projects 
New Y ork: MacMillan
Non Events in the History of Education 
Education for Tcaching 71: 79-91
Review of'An Experiment With a Project Curriculum' by 
Collings, E. (1923) in Progressive Education ( 19241 1: 1, 50
A Concise History of the American Republic 
Oxford: O.U.P
American Journalism: A History of Newspapers in theUnited 
States Through 250 Years.1690-1940 
New York: MacMillan
Society and Education in England Since 1800 
London: Methuen
L.Smart Page 275
National Education 
Association (1893)
Noble, S. (1923) 
Norman, B. (1996)
Oakeshott, M. (1967)
Palmer,J.
& Pettitt,D. (1993)
Perkinson (1987) 
Poulson, B.W. (1981)
Progressive Education 
Association (1924)
Purkiss, D. (1996)
Quick, R.H. (1868)
Rice, J.M. (1893)
Rice, J.M. (1893)
Robertson &
Walton, G.M. (1979)
Report of the Committee on Secondary School Studies 
aka The Committee of Ten' Report 
Washington: Government Printing Office
The Progressive Teacher's Attitude Towaed New Theory and 
Practice
Educational Review, May: 290-294
A Postmodern Endeavor: From History As Representation of
The Past' to Historical Thinking
Journal of Curriculum Studies 28: 6,713-723
Rationalism in Politics and Other Essays 
London: Methuen
Topic Work in the Early Y ears 
London: Routledge
Economic History of the United States 
New York: Macmillan
Progressive Education 1:1, 1-174 
Washington: Progressive Education Association
The Witch in History :Earlv Modem and Twentieth Century
Representations
London: Routledge
Essays on Educational Reformers 
London: Longman
The Public School System of the United States 
New Y ork: Century
The Public Schools of Chicargo and St Paul 
The Forum, 15: 200-215
History of the American Economy 
New Y ork: Harcourt Brace Jovanovich
L.Smart Page 276
Ravitch, D. (1978)
Riis, 1(1890)
Rogers, P.J. (1979)
Roman, F.(1923 & 1929)
Seaboume, M. (ed) (1973)
Sellar, W. &
Yeatman, R. (1930)
Selleck, R.J. (1972)
Sexton, C. (1990)
Sharpe, R. (1920)
Sherman, R. (1988)
& Webb, R.
Silver, H. (1983)
Silver, H. (1986)
Simon, J. (1971)
The Revisionists Revised: A Critique of the Radical Attack on 
the Schools
New York: Basic Books
Flow the Other Half Lives 
New York: Century
The New History: theory into practice.
London: Historical Association
The New Education in Europe 
London: Routledge
History of Education
Newton Abbott: David and Charles
1066 And All That 
London: Methuen (1975 ed)
English Primary Education and the Progressives 
London : Routledge & Kegan Paul
A Comparative Analysis of Project Method and Learning Project 
International Journal of Lifelong Education 9:2, 82-97
The Project As a Tcaching Method 
School Science and Mathematics 20:1, 20-26
Qualitative Research in Education: Focus and Methods 
Lewes: Falmer
Education as History 
London: Methuen
Essay Review: Zeal as a historical process: The American View 
from the 1980s
History of Education. 15: 4, 291-309
The Social Origins of English Education 
London: Methuen
L.Smart Page 277
Smith Oliver 
Snedden, D. (1916) 
Stanford, M. (1986) 
Stanley, L. (1915) 
Stem, F. (ed) (1970) 
Stevenson, J. (1921) 
Stewart, J. (1986) 
Stimson, R.W. (1914)
Stimson, R.W. (1918)
Stockton, J.L. ( 1920) 
Stones, E. (1966) 
Talbot, J.E. (1971)
Last Will and Testament. December 22nd 1845 
Northampton, Mass: Smiths Charities
The "Project" as a Teaching Unit 
School and Society. 4: 90, 419-423
The Nature of Historical Knowledge 
Oxford: Blackwell
Project Teaching in Home Economics Courses 
School Science and Mathematics 15, Sept. 585-589
The Varieties of History from Voltaire to the Present 
London: Macmillan
The Project Method of Teaching 
New Y ork : MacMillan
The Making of the Primary School 
Milton Keynes: O.U.P.
Bulletin No. 8: The Massachusetts Home-Project Plan of 
Vocational Agricultural Education 
Washington: U.S. Bureau of Education
The Massachusetts Home Project Plan of Vocational
Agricultural Education
The Quarterly of Alpha Zeta. 14: 18-23
Project Work in Education 
Boston: Houghton Mifflin
An Introduction to Educational Pvschology 
London: Methuen
The History of Education 
Daedalus, (Winter)
reprinted in Gordon and Szreter 1989,143-159
L.Smart
The New Era
Thomson, D. (1969) 
Thorndike, E (1901) 
Tibbie, J.W. (1966) 
True, A.C. (1929)
Tuchman, B. (1981)
Turbayne, C.M. (1962)
Turner, F. (1920)
Tyack, D.B. (1983)
U.S. Dept, of 
Agriculture (1907)
U.S. Bureau of 
Education (1913)
L.Smart
The New Era in Home and School 
1:1,1
London: New Era
Volumes 1 to 9 (1920-1928) were used extensively alongside 
the actual articles listed here
The Aims of History 
London: Thames and Hudson
Notes on Child Study 
New Y ork: Macmillan
The Study of Education 
London : Routledge
A History of Agricultural Education in the United States: 1785- 
1925 United States
Dept, of Agriculture Mise Publication No. 36 
Washington: Government Printing Office
Practising History 
New Y ork: Knopf
The Myth of Metaphor 
New Haven: Y ale Univ. Press
The Frontier in American History 
New Y ork: MacMillan
Foreward to Education as History by Silver, H. (1983) 
London: Menthuen
Bulletin No. 2: Agricultural Education, Including Nature Study 
and School Gardens by J.R. Jewell 
Washington: Government Printing Office
Bulletin No. 27: Agricultural Teaching: Papers Presented at the 
Fourth Annual Meeting of the American Association for the 
Advancement of Agricultural T eaching 
Washington: Government Printing Office
Page 279
U.S. Dept, of Educ. 
(1928)
von Hofe, G.D. (1916) 
Waks, L.J. (1997) 
Wallace, J.M.(1995)
Washbume, C. (1926) 
Watson, F. (1914)
Williamson, J. (1974)
Wirth, A.G. (1972)
Woodhull, J. (1915) 
Young, E.(ed) (1923)
L.Smart
A History of Agricultural Extension Work in the U.S. 1785- 
1923 by A.C. True.Miscellaneous Publication No. 15 
Washington: Government Printing Office
Giving the Project Method a Trial
School Science and Mathematics 16: Dec. 762-767
The Project Method in Postindustrial Education 
Journal of Curriculum Studies 29: 4,391-406
The Origin and Development of Progressive Education in the 
United States of America: New World Progressives in the Old 
World p 133-145 in Lehart,V. & Rohrs, H.(1995) op cit.
New Schools in the Old World 
New Y ork: John Day
The Study of History of Education
Contemporary Review 105: 82-91 reprinted in Gordon, P. & 
Szreter, R. (1989) History of Education: The Making of a 
Discipline.
London: Woburn
Late Nineteenth Century American Development: A 
General Equilibrium Theory 
Cambridge: C.U.P.
Education in the Technological Society: The Vocational- Liberal 
Studies Controversy in the Early Twentieth Century 
San Francisco: Intext
Science Tcaching by Projects
School Science and Mathematics 15: March, 225-232
The New Era in Education 
London: George Philip
Page 280
Other Sources
a. Held in U.S.A.
Boston Evening Transcript 1st August 1911
Daily Hampshire Gazette 1861-1937. Full Index and copies held at the Forbes Library, 
Northampton
Smith's Agricultural School and Northampton School of Industries: Director Stimson's Notes 
of Acts of the Superintendents 15th February 1908 to A gust 10th 1911.
(These are in effect Minutes of meetings held: see references in Chapter 5)
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word is not actually used this is the school prospectus for this year. The original is held at the 
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DIRECTOR STIMSON1S NOTES 
o f  A c ta  o f  t h e  S u p e r i n t e n d e n t s  o r  T r u s t e e s  
o f  SMITH'S AGRICULTURAL SCHOOL and 
NORTHAMPTON SCHOOL OF INDUSTRIES 
NORTHAMPTON, MASSACHUSETTS.
F e o r u a r y  15, 1908, ( S a tu rd a y )  a t  H o te l  D r a p e r ,  Nor tham pton ,  
M ass . ,  a  m e e t in g  was h e l d  o f  t h e  S u p e r i n t e n d e n t s  o f  S m i t h ' s  
A g r i c u l t u r a l  S c h o o l .  P r e s e n t ,  M e s s r s .  Wood, B a i l e y ,  W arner ,  and 
S t im son .  The f o l l o w i n g  r e c o r d  o f  o p i n i o n  and a c t i o n  was made:
(1) A g r i c u l t u r e  s h o u l d  be d e v e lo p e d  f i r s t ,  b u t  i n  d e s i g n i n g  t h e
new s c h o o l  b u i l d i n g s ,  c h o o s in g  t h e  i n s t r u c t o r s , and s e l e c t ­
i n g  t h e  e q u ip m en t ,  e d u c a t i o n  i n  o t h e r  t r a d e s  s h o u l d  a l s o  be 
p r o v i d e d  f o r .
(2) D i r e c t o r  S t im so n  i s  i n s t r u c t e d  to  g e t  i n f o r m a t i o n  a b o u t  l a n d ­
sc ap e  a r c h i t e c t s , and to  r e p o r t  to  t h e  S u p e r i n t e n d e n t s ,  S a t ­
u r d a y  , F e b r u a r y  22nd, w i t h  a  v iew  to  t h e  s e l e c t i o n  on t h a t  
day  o f  t h e  l a n d s c a p e  a r c h i t e c t  f o r  l a y i n g  ou t  t h e  g ro u n d s  
and d e s i g n a t i n g  t h e  s i t e s  f o r  t h e  new s c h o o l  b u i l d i n g s .
(3) D i r e c t o r  S t im so n  was r e q u e s t e d  to  s e c u r e  from t h e  Commission
on I n d u s t r i a l  E d u c a t i o n  f o r m a l  answ ers  to  t h e  f o l l o w i n g  ques 
t i o n s :
(a) What a r e  to  be t h e  f u t u r e  f i n a n c i a l  r e l a t i o n s  be tw een
t h e  S m i t h ’ s A g r i c u l t u r a l  Schoo l  and t h e  S t a t e  o f  Massa 
c h u s e t t s ?
I t  i s  d e s i r e d  t h a t  t h e  Commission c i t e  t h e  s t a t u t e  o r  
s t a t u t e s  by which i t s  r u l i n g s ,  i n  answer to  t h i s  q u e s -  
io n ,  a r e  s u p p o r t e d ,  and f i x  t h e  d a t e  o r  d a t e s  o f  pay— 
meno o f  S t a t e  money to  t h e  N ortham pton  S u p e r i n t e n d e n t s
(b) Are t h e r e  m e a su re s  now p e n d in g  b e f o r e  t h e  L e g i s l a t u r e  
which  a r e  l i k e l y  t o  n u l l i f y  o r  i n  any way m o d i fy  t h e  
laws p u r s u a n t  t o  which t h e  Commission h a s  up to  t h i s  
t im e  p r o c e e d e d ,  and upon  which i t  b a s e s  i t s  r u l i n g  
o r  r u l i n g s  i n  answer  to  t h e  above q u e s t i o n  ( b ) ?
The i n t e n t  o f  t h e  S u p e r i n t e n d e n t s  i n  d e s i r i n g  t h e  above  a d ­
v i c e  from t h e  Commission i s  t o  s e c u r e  more d e f i n i t e  and e x p l i c i t  
i n f o r m a t i o n  p en d in g  an e a r l y  p r e s e n t a t i o n  o f  t h e  n eed s  o f  t h e  
sc h o o l  f o r  t h e  coming y e a r  to  t h e  Nor tham pton C i t y  Government .
F e b r u a r y  28, 1908, ( S a tu r d a y )  a t  H o te l  D r a p e r ,  Nor tham pton ,  
M a ss . ,  a  m e e t in g  was h e l d  o f  t h e  S m i t h ' s  A g r i c u l t u r a l  Schoo l  
S u p e r i n t e n d e n t s .  P r e s e n t ,  M e ss r s .  Wood, B a i l e y ,  W arner ,  and 
S t im so n .
(1) The m in u te s  o f  t h e  l a s t  m e e t in g  were r e a d  and a p p ro v e d .
(2) D i r e c t o r  S t im so n  r e p o r t e d  t h a t :
(a) The Commission on I n d u s t r i a l  E d u c a t i o n  h e a r t i l y  a p ­
p r o v e s  t h e  i d e a  o f  d e v e l o p in g  i n d u s t r i a l  c o u r s e s  
a lo n g  w i th  t h o s e  i n  a g r i c u l t u r e .
(b) He had  had  i n t e r v i e w s  w i th  M e s s r s .  John  C. O lm s te d ,
o f  B r o o k l i n e ,  and John  Nolen  o f  Cambridge,  l a n d s c a p e  
a r c h i t e c t s , and recommended t h e  employment o f  Mr.
Nolen ,  i n  a c c o rd a n c e  w i t h  Mr. N o l e n ' s  w r i t t e n  p r o ­
p o s a l  o f  t h e  2 1 s t  i n s t .
(3) VOTED: - T h a t  D i r e c t o r  S t im son  i s  h e r e b y  a u t h o r i z e d  to  employ
on b e h a l f  o f  t h e  S u p e r i n t e n d e n t s , Mr. John  N olen  o f  Cambridge,
l a n d s c a p e  a r c h i t e c t , to  f u r n i s h :
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(a) A g e n e r a l  p l a n  showing t h e  b e s t  l o c a t i o n  f o r  t h e  p r o ­
p o se d  b u i l d i n g s ,  t h e  monument to  O l i v e r  Sm ith ,  d r i v e s ,
w a lk s ,  e t c .
(b) A s im p le  g r a d i n g  p l a n .
(c) A p l a n t i n g  p l a n .
(d) A b i r d ’ s eye p e r s p e c t i v e  o f  t h e  l a n d s c a p e  deve lopm ent
o f  S m i t h ’ s A g r i c u l t u r a l  S c h o o l .
Mr. N o l e n ’ s e n t i r e  c o m p e n sa t io n  f o r  r e n d e r i n g  t h e  above 
s e r v i c e ,  i n c l u d i n g  t r a v e l i n g  and o t h e r  n e c e s s a r y  ex­
p e n s e s ,  i s  to  be Two Hundred T w e n t y - f i v e  and 
no /100  D o l l a r s  ($ 2 2 5 .0 0 ) ,  p a y a b le  upon  t h e  s a t i s ­
f a c t o r y  c o m p l e t i o n  o f  t h e  work.
(4) VOTED: - T h a t  Mr. Nolen  be r e q u e s t e d  to  meet t h e  S u p e r i n t e n d e n t s
and D i r e c t o r  S t im so n  a t  H o te l  D r a p e r ,  S a t u r d a y  m orn ing ,  t h e  
2 9 th  i n s t . ,  a t  a b o u t  9 o ’c l o c k .
(5) VOTED: - T h a t  D i r e c t o r  S t im son  i s  a u t h o r i z e d  to  s e c u r e ,  i f
p o s s i b l e ,  from S u p e r i n t e n d e n t  o f  S c h o o ls  Oongdon, an e s t i ­
mate  o f  t h e  number o f  Nor tham pton  p u p i l s  l i k e l y  t o  a t t e n d  
t h e  a g r i c u l t u r a l ,  i n d u s t r i a l ,  and  d o m e s t i c  s c i e n c e  c o u r s e s  
o f  t h e  S m i t h ’ s A g r i c u l t u r a l  S c h o o l .
(6) M ee t ing  a d jo u r n e d .
March 3, 1908. B i l l s  a p p rov ed .  Checks s i g n e d  by  Mr. Wood 
and Mr. W arner.
March 10, 1908. B i l l s  ap p ro v e d .  Checks s i g n e d  by  Mr. Wood 
and Mr. Warner.
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March 15, 1908, ( F r id a y )  a t  H o t e l  D r a p e r ,  N or tham pton ,
M aas . ,  a  m e e t in g  was h e l d  o f  t h e  S m i t h ’ s A g r i c u l t u r a l  Scho o l  
S u p e r i n t e n d e n t s .  P r e s e n t ,  M e s s r s .  Wood, B a i l e y ,  Warner, and 
S t im so n .
(1) Mr. S t i m s o n ’s f o r m a l  a c c e p t a n c e  o f  t h e  d i r e c t o r s h i p  o f
S m i t h ’ s A g r i c u l t u r a l  Scho o l  was r e c e i v e d ,  and c o p i e s  p r e ­
s e n t e d  f o r  f i l i n g  w i t h  t h e  S u p e r i n t e n d e n t s  and t h e  S e c r e t a r y  
o f  t h e  M a s s a c h u s e t t s  Commission on I n d u s t r i a l  E d u c a t i o n .
(2) M ee t ing  a d j o u r n e d .
March 20, 1908, (F r id a y )  a t  H o t e l  D r a p e r ,  N or tham pton ,
M a ss . ,  a  m e e t in g  was h e l d  o f  t h e  S m i t h ’s A g r i c u l t u r a l  S c h o o l  
S u p e r i n t e n d e n t s .  P r e s e n t ,  M e s s r s .  Wood, B a i l e y ,  and S t im so n .  -
(1) A p r e l i m i n a r y  r e p o r t  from t h e  l a n d s c a p e  a r c h i t e c t ,  Mr. John
Nolen ,  was r e c e i v e d  and d i s c u s s e d ,  and D i r e c t o r  S t im so n  was 
a u t h o r i z e d  t o  c o n f e r  w i t h  Mr. Nolen  w i t h  a  v iew t o  b r i n g i n g  
i n t o  harmony t h e  i d e a s  o f  t h e  S u p e r i n t e n d e n t s ,  t h e  D i r e c t o r ,  
t h e  a r c h i t e c t s ,  and Mr. N olen .
(2) VOTED; - T h a t  D i r e c t o r  S t im so n  s h o u l d  g i v e  n o t i c e  t h a t  p r o ­
p o s a l s  f o r  t h e  p l a n s  f o r  t h e  new b u i l d i n g s  to  be  e r e c t e d  f o r  
S m i t h ’s A g r i c u l t u r a l  Sch o o l  w i l l  be  r e c e i v e d  a t  2 P. M . , F r i ­
day,  A p r i l  3 ,  1908, a t  H o t e l  D r a p e r ,  Nor tham pton ,  t o  t h e  
f o l l o w i n g  a r c h i t e c t s ;
M e ss r s .  E. G. & G. C. G a rd n e r ,  S p r i n g f i e l d ,  Mass.
M e ss r s .  D av is  & Brooks ,  H a r t f o r d ,  Conn.
M e ss r s .  Putnam & Cox, B o s to n ,  Mass .
M e ss r s .  George P. B. Alderman, Holyoke ,  Mass.
(3) M ee t ing  a d jo u r n e d .
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April 5, 1908, meeting of Superintendents at Hotel Draper.
Present, Messrs. Wood, Bailey, Warner and Stimson.
VOTED: - T h a t  t h e  D i r e c t o r  i s  h e r e b y  a u t h o r i z e d  t o  t e n d e r  Dr.
E. H. L e h n e r t ,  o f  S t o ^ r s ,  C o n n e c t i c u t ,  a  p o s i t i o n  a s  I n s t r u c t o r  
i n  v e t e r i n a r y  s c i e n c e ,  c h e m i s t r y  and su c h  o t h e r  s u b j e c t s  as  
may l i e  w i t h i n  h i s  c a p a b i l i t i e s , h i s  d u t i e s  t o  b e g i n  Septem ber  
15, 1908, h i s  s a l a r y  t o  be  p a i d  a t  t h e  r a t e  o f  $2000 a  y e a r  
and h i s  a p p o in tm e n t  to  be  s u b j e c t  t o  t h e  a p p r o v a l  o f  t h e  
M a s s a c h u s e t t s  Commission on I n d u s t r i a l  E d u c a t i o n .
A p r i l  10,  19Q8. B i l l s  ap p ro ved .  Checks s i g n e d  by  Mr. 
B a i l e y  and Mr. W arner .
A p r i l  14, 1908.  B i l l s  a p p ro ved .  Checks s i g n e d  by Mr. 
Wood and Mr. W arner .
May 8, 1908. B i l l s  app ro v e d .  Checks s i g n e d  by  Mr. Wood 
and Mr. W arner .
May 27, 1908, m e e t in g  o f  S u p e r i n t e n d e n t s  a t  H o t e l  D r a p e r .  
P r e s e n t ,  M e ss r s .  Wood, W arner ,  B a i l e y ,  and S t im so n .
VOTED: - T h a t  t h e  f o l l o w i n g  r u l e s  s h a l l  be  i n  f o r c e  i n  r e c e i v i n g  
b i d s  f o r  t h e  new s c h o o l  b u i l d i n g .
(1) Each b i d  s h a l l  be  accompanied  by a  c e r t i f i e d  check  
f o r  $1000 as  a  f o r f e i t  i n  c a s e  t h e  b i d d e r  r e f u s e s  
t o  s i g n  t h e  c o n t r a c t .
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(2) A bond f o r  t w e n t y - f i v e  p e r  c e n t  o f  t h e  c o s t
o f  t h e  b u i l d i n g  s h a l l  be  g i v e n  f o r  t h e  s a t i s ­
f a c t o r y  c a r r y i n g  o u t  o f  t h e  c o n t r a c t .
(3) B id s  must  be d e l i v e r e d  t o  Mr. E. E. Wood, S e n i o r
Chairman o f  t h e  S u p e r i n t e n d e n t s , 333 Elm S t r e e t ,  
Nor tham pton ,  M a ss . ,  on o r  b e f o r e  S a t u r d a y  noon 
June  6, 1908.
(4) C o n t r a c t o r s  from o u t s i d e  N or tham pton  s h a l l  be
n o t i f i e d  by t h e  a r c h i t e c t  t h a t  t h e y  may s e e  p l a n s  
a t  t h e  o f f i c e  o f  t h e  a r c h i t e c t s  and p r e s e n t  b i d s .
(5) The a r c h i t e c t s  s h a l l  be r e q u e s t e d  to  make f o u r
more s e t s  o f  p l a n s  and s p e c i f i c a t i o n s .
(6) R i g h t  s h a l l  be r e s e r v e d  t o  r e j e c t  any  and a l l  b i d s .
June  6, 1908, m e e t in g  o f  S u p e r i n t e n d e n t s  a t  t h e  H o t e l  D r a p e r .  
P r e s e n t ,  M e s s r s . Wood, Warner,  B a i l e y ,  and S t im so n .
The b i d s  f o r  e r e c t i n g  t h e  new s c h o o l  b u i l d i n g  were r e c e i v e d ,  
opened and foun d  t o  be  a s  f o l lo w s  :
(1) D a n i e l  O’C o n n e l l  & Sons ,  H olyoke ,  M a s s . , $ 5 1 , 6 2 7 .0 0 .
(2) George L. T horpe ,  Holyoke,  M a s s . ,  $ 5 4 , 9 7 8 .0 0 .
(3) H. C. Wood & Company, W e s t f i e l d ,  M a ss . ,  $ 4 5 ,7 1 7 .0 0 .
(4) D. A. S u l l i v a n ,  Northam pton ,  M a s s . ,  $ 5 1 , 1 4 9 . 0 0 .
(5) C. W. W h i t in g ,  Northam pton,  M a ss . ,  $ 4 9 ,5 0 0 . 0 0 .
(o) James Whalen, Northam pton ,  M a s s . ,  $ 4 3 , 7 9 0 .0 0 .
I f  t e r r a  c o t t a  i s  u s e d  i n s t e a d  o f  l im e  s t o n e ,  
t h e r e  may be d e d u c te d  f rom above amount $2900.
June 8, 1908. Bills approved. Checks signed by Mr. Wood
and Mr. Warner.
June  13, 1908.  B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. Wood 
and Mr. W arner .
June  26, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. B a i l e y , f
J u l y  2, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. B a i l e y  
and Mr. Warner .
J u l y  3, 1908, m e e t in g  o f  S u p e r i n t e n d e n t s  a t  t h e  H o t e l  D ra p e r .  
P r e s e n t ,  M e ss r s .  Wood, W arner ,  B a i l e y ,  and  S t im so n .  *
(1) VOTED: - T h a t  Mr. G a rd n er  be  r e q u e s t e d  t o  be  h e r e
form a  c o n t r a c t  f o r  Mr. Whalen t o  s i g n  a t  2 P. M.
(2) VOTED:-To f a c e  t h e  new b u i l d i n g  to w a rd s  L o c u s t  S t r e e t
and p l a c e  i t  a b o u t  f i v e  h u n d red  f e e t  f rom t h a t  s t r e e t .
J u l y  6, 1908, m e e t i n g  o f  S u p e r i n t e n d e n t s  a t  t h e  H o t e l  D r a p e r .  
P r e s e n t ,  M e s s r s .  Wood, W arner ,  B a i l e y ,  G a rd n e r ,  Whalen 
and S t im son .
(1) VOTED:-To r e q u e s t  Mr. Whalen to  p r e s e n t  t h e  r e v i s e d  
b i d ,  u s i n g  l im e  s t o n e  f o r  t h e  w a t e r  t a b l e  and u s i n g
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(2)
(3)
J u l y  21, 1908, m e e t in g  o f  S u p e r i n t e n d e n t s  a t  H o t e l  D r a p e r .  
P r e s e n t ,  M e s s r s .  Wood, B a i l e y ,  Warner ,  and S t im so n .
(1) VOTED: - T h a t  i f  Mr. Whalen h a s  n o t  o r d e r e d  s t o n e  f o r
t h e  w a t e r  t a b l e  t h e  c o n t r a c t  s h a l l  be  c l o s e d  w i t h  t h e  
p r o v i s o  t h a t  t e r r a  c o t t a  be u s e d  i n s t e a d  o f  l i m e s t o n e  
w i t h  a  s a v i n g  o f  $2900 on t h e  o r i g i n a l  b i d .
(2) VOTED: - T h a t  s i x t e e n  ounce c o p p e r  be  u s e d  where  g a l v a n i z e d
i r o n  and s i n e  a r e  s p e c i f i e d ,  t h i s  to  c o s t  $500 i n  
a d d i t i o n  t o  t h e  o r i g i n a l  b i d .
(3) VOTED: - T h a t  i f  s t o n e  h a s  b een  o r d e r e d  f o r  t h e  w a t e r
t a b l e ,  s t o n e  be u s e d  t h r o u g h o u t  p r o v i d e d  t h a t  Mr.
Whalen w i l l  s u b s t i t u t e  s i x t e e n  ounce c o p p e r  i n  p l a c e  
o f  g a l v a n i z e d  i r o n  and s i n e  a t  t h e  p r i c e  named i n  h i s  
o r i g i n a l  b i d .
(4) VOTED: - T h a t  i f  Mr. Whalen w i l l  n o t  p u t  i n  a l l  s t o n e
and u s e  c o p p e r  a t  t h e  p r i c e  o f  t h e  o r i g i n a l  b i d ,  t e r r a  
c o t t a  be  u s e d  above w a te r  t a b l e  and s i x t e e n  ounce 
c o p p er  be u s e d  i n  p l a c e  o f  g a l v a n i z e d  i r o n  and z i n c  
a t  t h e  p r i c e s  q u o ted .
t e r r a  c o t t a  f o r  a l l  o t h e r  t r i m  which  c a l l s  f o r  s t o n e
o r  t e r r a  c o t t a .
*
I t  was u ^ i f o m a l l y  a g r e e d  t h a t  Mr. Whalen s h o u l d  go 
ahead  w i t h  t h e  work tomorrow, m o rn in g .  The c o n t r a c t  
t o  be  a g r e e d  upon,  and s i g n e d  when M r .V ^h a len  r e p o r t s .  
B i l l s  a p p ro v e d .  Checks s i g n e d  by  S u p e r i n t e n d e n t s .
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(5) Bills approved. Checks signed "by Superintendents.
J u l y  24, 1908,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e s s r s . 
Wood, W arner,  B a i l e y  and S t im so n .
(1) VOTED:-To approve  Mr. B o l e n ’ s s k e t c h  which shows
c r o s s - w a l k s  and t h r e e  main  " b u i l d i n g s , e x c e p t
(1) The d r i v e  t o  t h e  h o s p i t a l  g rounds  and,
(2) The o m is s io n  o f  p a r t  o f  t h e  west  d r i v e
from t h e  r e a r  to  L o c u s t  S t r e e t . I t  was 
s u g g e s t e d  t h a t  t h e  w es t  d r i v e  he c o n t i n u o u s  
from L o c u s t  S t r e e t  and t h a t  t h e  c u rv e d  
d r i v e  e n t e r  n e a r  t h e  e a s t e r n  b o u n d a ry  and 
p a s s  t h e  b u i l d i n g  now b e i n g  e r e c t e d .
(2) VOTED:-To open s c h o o l  Sep tem ber  16, 1908.
(3) B i l l  a p p ro v e d .  Checks s i g n e d  by t h e  T r u s t e e s .
J u l y  28, 1908, m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e ss r s .  
Wood, W arner ,  B a i l e y  and S t im so n .
(1) VOTED:-To  award h e a t i n g  and v e n t i l a t i n g  c o n t r a c t  to
Boah E. Lee ,  t h e  l o w e s t  b i d d e r ,  h i s  p r i c e  b e i n g  $ 4 ,5 7 1 .
(2) VOTED:-To award t h e  c o n t r a c t  f o r  p u t t i n g  i n  sewer
c o n n e c t i o n  to  Shumway & R i l e y ,  t h e  c o s t  t o  be  f o r t y
c e n t s  p e r  ru n n in g  f o o t  f o r  e i g h t  in c h  Akron p i p e  and 
t h i r t y  c e n t s  p e r  r u n n i n g  f o o t  f o r  s i x  i n c h  Akron p i p e ,  
e i g h t  Y’s to  be e i g h t y  c e n t s  e a c h — p r o v i d e d  e x c a v a t i o n  
does  n o t  exceed  s i x  f e e t  i n  d e p t h .
(3) VOTED:-To  award t h e  c o n t r a c t  f o r  p u t t i n g  i n  a  b a th ro om
a t  t h e  farm house  t o g e t h e r  w i th  sewer  c o n n e c t i o n s  and
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new w a te r  p i p e ,  a l l  m a t e r i a l s  and lum ber  e x c e p t i n g  
b e t h  tu b  and t h e  m a rb le  wash bowl and e x c e p t  t h e  
c a r p e n t e r  work t o  be  f u r n i s h e d  by t h e  c o n t r a c t o r ,  
t o  t h e  l o w e s t  b i d d e r ,  M e s s r s .  Shumway & R i l e y ,
(The n e x t  l o w e s t  b i d d e r  was Mr. Noah H. L e e ) . T h i s  
v o t e  was p a s s e d  on c o n d i t i o n  t h a t  p e r m i s s i o n  to  c r o s s  
l a n d  o p p o s i t e  t h e  fa rm  h o u se  c o u ld  be s e c u r e d .
(4) VOTED: - T h a t  a t  t i i è  d i s c r e t i o n  o f  D i r e c t o r  S t im son ,
Mr. F. H. Dewey be  t e n d e r e d  a  p o s i t i o n  a s  t e a c h e r  o f  
g e n e r a l  s u b j e c t s  such  as  German, F re n ch ,  L a t i n ,  M athe­
m a t i c s ,  H i s t o r y  and E n g l i s h ,  which may l i e ^ w i t h i n  h i s  
c a p a b i l i t i e s  w i t h  a  s a l a r y  t h e  f i r s t  y e a r  o f  $ 1 0 0 0 ,— 
h i s  a p p o in tm e n t  to  be s u b j e c t  to  a p p r o v a l  by Commission 
on I n d u s t r i a l  E d u c a t i o n ,  and h i s  s a l a r y  t h e  n e x t  y e a r  to  
be  $1200 i f  h i s  s e r v i c e  p r o v e s  to  be  s a t i s f a c t o r y .
August  1, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. Wood 
and Mr. W arner .
August  10,  1908, m e e t i n g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e s s r s .  
W arner ,  B a i l e y ,  and S t im so n .
(1) V0T|D>: -To award t h e  o r d e r  f o r  p u p i l s 1 d e s k s  to  M eek ina ,
P a c k a r d  & Wheat f o r .  J .  J .  Q,uinn a t  $ 3 .8 5 ,  each f a s t e n e d  
to  h a r d  wood c l e a t s  2-| x  7 /8  w i t h  s t o ^ e  b o l t s , p u t  i n  
p l a c e  and f i n i s h e d  as d i r e c t e d .
(2) VOTED:-To award t h e  o r d e r  f o r  t e a c h e r s  * d e sk s  to  Mr.
C h a r l e s  N. F i t t s  a t  $10 each  f i n i s h e d  as  s p e c i f i e d  and 
p u t  i n  p l a c e .
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(3) VOTED:-To award t a b l e t  and common c h a i r  o r d e r  to  Mr.
0. N. F i t t s  a t  $ 3 .5 0  and $ 2 .2 5  each  r e s p e c t i v e l y .
(4) B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. B a i l e y  and Mr. Warner
August  12, 1908.  B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. Wood 
and Mr. Warner .
August  13, 1908, m e e t i n g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e ss r s .  
Warner,  B a i l e y ,  and S t im so n .
(1) VOTED:-To make t h e  t u i t i o n  c h a r g e s  $100 a  y e a r  o r  $35 
p e r  s i n g l e  t e rm  s u b j e c t  to  a p p r o v a l  by  Commission on 
I n d u s t r i a l  E d u c a t i o n .
August  15, 1908. B i l l s  ap p ro v e d .  Checks s i g n e d  by  Mr. Wood 
and M r. - W arn e r .
August  24, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. Wood 
and Mr. Warner.
Sep tem ber  10, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr.
B a i l e y  and Mr. W arner .
Sep tem ber  11, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr.
Wood and Mr. W arner .
September  14, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr.
B a i l e y  and Mr. W a r n e r .
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S e p t  ember 16, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr.
B a i l e y  and Mr. W a r n e r .
Sep tem ber  18, 1908, m e e t in g  o f  t h e  T r u s t e e s . P r e s e n t ,  M ess rs .
Wood, Warner ,  B a i l e y  and S t im so n .
(1) VOTED: - T h a t  i n  a d d i t i o n  to  Dr .  L e h n e r t  and Mr, Dewey
t h e  a p p o in tm e n t  o f  t h e  f o l l o w i n g  t e a c h e r s  be  s u b m i t t e d  
t o  t h e  Commission on I n d u s t r i a l  E d u c a t i o n  f o r  a p p r o v a l :  
Miss  Susan  M. Weed, f o r  t e a c h i n g  such  s u b j e c t s  as 
l i e  w i t h i n  h e r  c a p a b i l i t i e s  i n c l u d i n g  b o t a n y ,  Entomology, 
O r n i t h o l o g y ,  Geology, P h y s i c a l  Geography,  C l im a to l o g y ,  
and f r e e  hand draw ing ,  w i th  a  s a l a r y  a t  t h e  r a t e  o f  
$800 a  y e a r .
. Miss  Anna Hedges,  to  t e a c h  such  d o m e s t i c  s c i e n c e  
s u b j e c t s  as  may l i e  w i t h i n  h e r  c a p a b i l i t i e s  i n c l u d i n g  
c o o k e ry ,  t a b l e  s e r v i c e ,  l a u n d r y  work, home n u r s i n g  
and e m e rg e n c ie s ,  p h y s i o l o g y  and h y g e n e ,  t h r e e  h o u r s  a  
day ,  f i v e  days i n  t h e  week, o f  h e r  t im e  to  be  g iv e n  
t o  t h i s  i n s t r u c t i o n  and h e r  s a l a r y  t o  be $300 f o r  t h e  
s c h o o l  y e a r .
Miss A l t a  D i c k e y , to  t e a c h  such  d o m e s t i c  a r t  s u b j e c t s  
as  may l i e  w i t h i n  h e r  c a p a b i l i t i e s  i n c l u d i n g  sewing,  
d r e s s  making and m i l l i n e r y ,  e m b r o id e r y  and d e s i g n ,  
t h r e e  h o u r s  a  day, f i v e  days  i n  t h e  week, o f  h e r  t im e  
to  be g i v e n  to  t h i s  i n s t r u c t i o n  and h e r  s a l a r y  to  be 
$300 f o r  t h e  s c h o o l  y e a r .
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D r.  James B. P a ig e ,  t o  t e a c h  b e e - k e e p i n g  t h e  f i r s t  
two weeks i n  May f o r  t h e  f e e  o f  f i f t y  d o l l a r s .
O c tob er  1, 1908.  B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. W arner .
O c to be r  2, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. W arner .
O c tober  6, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. W arner .
O c to b er  7, 1908. B i l l s  ap p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. W a r n e r .
Oc tober  12, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr 
Wood and Mr. W arner .
O c to b er  19, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. 
Wood and Mr. W arner .
November 2, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. W arner .
13 a
November 1 2 ,1 9 0 8 ,  m e e t in g  of t h e  T r u s t e e s . P r e s e n t  M essrs  
Wood, Warner ,  B a i l e y  and S t im son ,
(1) B i l l s  a p p ro v e d .  Checks s i g n e d . b y  Mr. B a i l e y  and Mr. W arn e r .
(2) Voted : — That  t h e  D i r e c t o r  be a u t h o r i z e d  t o  t e n d e r  P r o f e s s o r  
W.S. G ra f fam ,  Howard U n i v e r s i t y ,  W ash ing ton ,  D . C . ,  a  p o s i t i o n  a s  head 
o f  th e  m e c h a n ic a l  d e p a r t m e n t  and i n s t r u c t o r  i n  mechanic  a r t s , h i è  
d u t i e s  t o  be  t h o s e  o u t l i n e d  by t h e  d i r e c t o r ,  h i s  r e s i d e n c e  a t  
Northampton t o  b e g i n  Septem ber  1, 1909,  h i s  s a l a r y  t o  be  p a i d  a t  th e  
r a t e  of $ 1600 a  y e a r  t h e  f i r s t  y e a r ,  t h i s  s a l a r y  t o  be  i n c r e a s e d  
one hundred  d o l l a r s  a  y e a r  u n t i l  i t  r e a c h e s  t h e  a n n u a l  r a t e  of
two th o u s a n d  d o l l a r s .
(3) V o t e d : — That  t h e  D i r e c t o r  i s  a u t h o r i z e d  to  employ Mr,
C l i f f o r d  H. Webber, N o r th  B r o o k f i e l d ,  M a ss . ,  a s  t e m p o r a r y  t e a c h e r  
of mechanic  a r t s ,  h i s  d u t i e s  to  b e g i n  on or a b o u t  December11,  '1908, 
and h i s  s a l a r y  t o  be $ 70. a  month d u r i n g  h i s  p e r i o d  of  s e r v i c e  — 
p r o b a b l y  u n t i l  June  15,  1909.
November 14, 1908. Bills approved. Checks signed by Mr.
Wood and Mr. Warner.
November 20, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. 
Wood and Mr. W arner .
December 2, 1908, m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e s s r s .»
Wood, W a rn e r , àitfSL B a i l e y .*4*
(1) VOTED:-To a u t h o r i z e  Mr. B a i l e y  and Mr. Warner to  d i s p o s e
o f  t h e  M e i e r ’ s house  and b a r n  a t  t h e i r  d i s c r e t i o n .
(2) D i r e c t o r  was a u t h o r i z e d  to  s e c u r e  Mr. Bowen, S u p e r v i s o r
o f  Music , f o r  i n s t r u c t i o n  i n  m usic  a t  t h e  s c h o o l  i f  
p o s s i b l e .  The amount o f  t im e  t o  be  g i v e n  t o  t h i s  work 
n o t  to  ex ceed  tw e n ty  days  a t  s e v en  d o l l a r s  a  day .
(3) I n s u r a n c e  f o r  t h e  new b u i l d i n g  was d i s c u s s e d .  A c t io n  was
d i f e r r e d .
(4) B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. Wood and Mr. W arn e r .
December 4, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. Warner.
December 8, 1908.  B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. W arner .
December 12, 1908. B i l l s  a p p ro v e d .  Checks s i g n e d  b y  Mr. 
Wood and Mr. W arner .
December 19, 1908. Bills approved. Checks signed by Mr.
Bailey and Mr. Warner.
J a n u a r y  2, 1909.  B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
B a i l e y  and Mr. W arner .
J a n u a r y  12,  1909.  B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
B a i l e y  and Mr. W arner .
J a n u a r y  18, 1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
B a i l e y  and Mr. W arner .
J a n u a r y  22, 1909.  B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. 
B a i l e y  and Mr. W arner .
F e b r u a r y  1, 1909.  B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. 
B a i l e y  and Mr. W arner .
F e b ru a ry  10, 1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. 
B a i l e y  and Mr. W arner .
F e b r u a r y  15, 1909.  B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. 
B a i l e y  and Mr. W arner .
February 19, 1909. Bills approved. Checks signed by Mr.
Bailey and Mr. Warner.
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February 26, 1909. Bills approved. Checks signed by Mr.
Bailey and Mr. Warner.
March 1, 1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
B a i l e y  and Mr. W arner .
March 10, 1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
B a i l e y  and Mr. W arner .
March 31, 1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. 
B a i l e y  and Mr. W arner .
â p r i l  1, 1909. B i l l s  ap p ro v e d .  Checks s i g n e d  by Mr. 
B a i l e y  and  Mr. Warner.
A p r i l  13,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. 
B a i l e y  and Mr. W arner .
A p r i l  21, 1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. 
B a i l e y  and Mr. W a rn e r .
May 1, 1909. B i l l s  a p p rov ed .  Checks s i g n e d  by  Mr. 
B a i l e y  and M r. W a r n e r .
May 11, 1909,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e s s r s .  
Wood, B a i l e y ,  Warner and S t im so n .
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(1) VOTED:-To a c c e p t  r e s i g n a t i o n  o f  Mr. F. H. Dewey to  
t a k e  e f i e c t  a t  t h e  end o f  t h e  p r e s e n t  s c h o o l  y e a r .
(S) VOTED:—To p u r c h a s e  o f  B e l c h e r  & T a y l o r  a  two—h o r s e  
f e r t i l i z e r  sewer  a t  $43 f .  o. b .  c a r s  C h ico p e e .
(3) VOTED : - T h a t  t h e  s a l a r y  o f  Mr. M. G. F u l l e r  s h a l l  be
$500 a  y e a r  t o g e t h e r  w i t h  h o u se  r e n t ,  g a r d e n  and 
p r i v i l e g e  o f  k e e p i n g  p o u l t r y  i n  a  coop n e a r  t h e  
h o u se  and $ 3 .5 0  a l l o w a n c e  i n  l i e u  o f  m i l k .
(4) B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. B a i l e y  and Mr. Warne
May 18, 1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. Warner 
and Mr. Wood.
J u n e - 1 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. Warner 
and Mr. B a i l e y .
June  11, 1909. B i l l s  ap p ro v e d .  Checks s i g n e d  by Mr. Wood 
and Mr. B a i l e y .
June  17, 1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. Warner 
and Mr. B a i l e y .
J u l y  1,  1909. B i l l s  app roved .  Checks s i g n e d  by  Mr. Wood 
and Mr. B a i l e y .
J u l y  3, 1909. B i l l s  app roved .  Checks s i g n e d  by Mr. Wood 
and Mr. B a i l e y .
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July 10, 1909. Bills approved. Checks signed by Mr.
Warner and Mr. Bailey.
J u l y  14 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr.
Wood and Mr. B a i l e y .
J u l y  17 ,  1909.  B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr.
Wood and Mr. B a i l e y .
J u l y  30 ,  1909.  B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr.
Wood and Mr. B a i l e y .
August  2 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. B a i l e y .
August 5, 1909.  B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. 
Wood and Mr. Warner.
August  7 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by  Mr. 
Wood and Mr, W arner.
August 10,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr 
Wood and Mr. B a i l e y .
August 13,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr 
Wood and Mr. B a i l e y .
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August 81, 1909, Bills approved. Checks signed by Mr.
Wood and Mr. Bailey.
August  87 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr.
Wood and Mr. Warner .
Sep tem ber  3 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. B a i l e y .
S ep tem b er  4 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. B a i l e y .
Sep tem ber  8 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. B a i l e y .  *
Sep tem ber  9 ,  1909.  B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. B a i l e y .
S ep tem ber  11 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. B a i l e y .
S ep tem ber  13, 1909.  B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. B a i l e y .
September 15, 1909. Bills approved. Checks signed by Mr.
Wood and Mr. Warner.
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September 24, 1909. Bills approved. Checks signed by
Mr. Wood and Mr. Bailey.
O c to b e r  1 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
Wood and Mr. W arner .
O c to b e r  18,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
B a i l e y  and Mr. W arner .
O c to b e r  19,  1909,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t , 
M e s s r s . Wood, B a i l e y , Warner and S t im so n .  I n f o r m a l  d i s c u s s i o n  
and a g re em e n t  t h a t  t h e  D i r e c t o r :
(1) Ask f o r  b i d s  on c o a l  from a l l  l o c a l  d e a l e r s .
(2) S e c u re  t h e  s e r v i c e s  o f  a n o t h e r  t e a c h e r ^
,5V  Qr i n  W*. Jji fid* f t ^ ,
O c to o e r  29 ,  1909,  B i l l s  a p p ro v e d .  Checks s i g n e d  by 
Mr. B a i l e y  and Mr. Wood.
November 1 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by 
Mr. B a i l e y  and Mr. Warner.
November 13 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by 
Mr. B a i l e y  and  Mr. Warner.
November 15, 1909. Bills approved. Checks signed by
Mr. Bailey and Mr. Wood.
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December 1, 1909. Bills approved. Checks signed by-
Mr. Warner and Mr. Wood.
December 8 ,  1909.  B i l l s  a p p ro v e d .  Checks s i g n e d  by 
Mr. Warner and Mr. Wood.
December 13 ,  1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by 
Mr. Warner  and Mr. Wood.
December 16,  1909. B i l l s  a p p ro v e d .  ChecKS s i g n e d  by 
Mr. B a i l e y  and Mr. Wood.
December 33, 1909. B i l l s  a p p ro v e d .  Checks s i g n e d  by 
Mr. Warner and  Mr. Wood.
J a n u a r y  4 ,  1910. B i l l s  a p p ro v e d .  Checks s i g n e d  by Mr. 
B a i l e y  and Mr. Wood.
J a n u a r y  10, 1910,  m e e t in g  o f  t h e  T r u s t e e s .  B i l l s  a p p ro v e d .  
Checks s i g n e d  by Mr. Warner and Mr. Wood.
J a n u a r y  15,  1910,  m e e t in g  o f  t h e  T r u s t e e s  a t  Mr. Wood's 
house  a t  8 P.  M. P r e s e n t ,  M e ss r s .  Wood, B a i l e y ,  W arner ,  Mayor
C o o l id g e  and Mr. S t im so n .
VOTED:-To p e t i t i o n  t h e  L e g i s l a t u r e  f o r  an  a p p r o p r i a t i o n  
n o t  to  e x ceed  $13 ,0 0 0  a  y e a r ,  b u t  e q u a l  t o  t h e  income from t h e
O l i v e r  Smith  fu n d .  The p e t i t i o n  was p r e p a r e d  by Mayor
Co o l id ge  and s ig n e d  by t h e  T r u s t e e s .
J a n u a r y  20 ,  1910,  m e e t in g  o f  t h e  T r u s t e e s  a t  t h e  C i t y  H a l l .  
Annual r e p o r t  was s i g n e d  and s u b m i t t e d  t o  t h e  C i t y  Government .
F e b r u a r y  2 ,  1910 ,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e ss r s .  
Wood, W arner,  B a i l e y  and S t im son .
(1) VOTED: - T h a t  t h e  T r u s t e e s  be  and t h e y  a r e  h e re b y
a u t h o r i z e d  t o  borrow $ 5 ,0 0 0  o f  t h e  F i r s t  N a t i o n a l
Bank o f  N or tham pton  and t h e y  a r e  h e r e b y  i n s t r u c t e d  
t o  g i v e  an  o r d e r  on t h e  Sm ith  C h a r i t i e s  f o r  t n a t  
amount a s  s e c u r i t y .
(2) VOTED: - T h a t  r e g u l a r  m e e t in g s  be h e l d  t h e  f i r s t
Monday o f  e a c h  month a t  1 0 :30  A. M.
(3)-  VOTED: - T h a t  Mayor C o o l id g e  be a u t h o r i z e d  t o  do
w h a t e v e r  he t h i n k s  b e s t , i n  t h e  i n t e r e s t  o f  t h e
^  ^  ^  Ç  1^ 1 1$ II n_ ^
a b o v e - f u n d )  wi-th t h e  L e g i s l a t u r e  f o r  t h e  b e n e f i t  
/ \
o f  t h e  s c h o o l , — even t o  t h e  employment o f  Mr.
F i e l d  a s  c o u n s e l  a t  t h e  e x p en se  o f  t h e  s c h o o l .
F e b r u a r y  10 ,  1910,  m e e t in g  of  t h e  T r u s t e e s .  P r e s e n t ,  
M ess rs .  Wood, B a i l e y ,  Warner  and S t im so n .
(1) B i l l s  a p p ro v e d .  Checks s i g n e d .  I n f o r m a l  d i s c u s s i o n .
(2) G i f t  o f  $200 r e c e i v e d  from Mr. E. E. Wood, S r .
March 7, 1910, meeting of the Trustees. Present, Messrs.
Wood, Warner, Bailey and Stimson.
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(1) B i l l s  a u d i t e d . Cheoka s i g n e d .
(2) VOTED: - T h a t  Mr. Wood and P r o f .  Graffam  be  and  t h e y
a r e  h e r e b y  a u t h o r i z e d  t o  p u r c h a s e  m e c h a n ic a l  
equ ipm en t  t o  such  an amount  a s  Mr. Wood may 
a p p r o v e .
A p r i l  1 ,  1910 ,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e s s r s . 
Wood, W arner ,  B a i l e y  and S t im so n .
(1) B i l l s  a u d i t e d .  Checks s i g n e d .
(2) The D i r e c t o r  was a u t h o r i z e d  t o  o r d e r  t h e  exahange  of
t h e  two 3 h o r s e  power s i n g l e  p h ase  m o to rs  i n  t h e  
v e n t i l a t i n g  chambers  f o r  two 3 h o r s e  power t h r e e  
p h a se  m o to rs  and one 5 h o r s e  power t h r e e  phase  
m o to r ,  w i th  t h e  W es t ing h ou se  E l e c t r i c  & Mfg. C o . ,  
t h e  exchange  t o  be  w i t h o u t  c o s t  t o  t h e  s c h o o l  save  
i n s t a l i n g  t h e  new m o to rs  and d e l i v e r i n g  t h e  o l d  a t  
t h e  l o c a l  f r e i g h t  s t a t i o n .
(3) The D i r e c t o r  was a u t h o r i z e d  t o  a c c e p t  t h e  a l l o w a n c e
o f  $60 i n  l i e u  o f  p l a s t e r i n g  M e c h a n ic a l  Room w e *
A
by Mr. Whalen and t o  o r d e r  t h e  c e i l i n g  s h e a t h e d  a t  
a  c o s t  o f  $ 1 2 5 , — o r  t h e  n e t  a d d i t i o n  t o  t h e  o r i g i n a l  
c o n t r a c t  o f  $65.
(4) F i n a n c i a l  r e p o r t s  were  s u b m i t t e d  a s  f o l l o w s :
(a)  F i r s t  s i x  months of  f l a o d  s c h o o l  y e a r ,  t o
and i n c l u d i n g  March 31 ,  1910.
(b) Condensed o f  a l l  f u n d s  r e c e i v e d  and
p a id  or  p a y a b l e  J a n u a r y  1 ,  1908 t o  A p r i l  1,19.
(c) E s t im a te d  r e c e i p t s  and d i s b u r s e m e n t s  A p r i l  1,
t o  Sep tem ber  15 ,  1910,
May S, 1910, m e e t in g  o f  t h e  T r u s t e e s . P r e s e n t ,  M e s s r s . 
Wood, W arner ,  B a i l e y  and S t im so n .
(1) B i l l s  a p p ro v e d .  Checks s i g n e d .
Ju ne  6 ,  1910,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e s s r s .  
Wood, Warner and S t im so n .
(1) B i l l s  a p p ro v e d .  Checks s i g n e d .
(2) VOTED:-That t h e  d ip lo m a  d e s i g n  s u b m i t t e d  by K e l lo g g  &
B u l k le y  be a c c e p t e d  and i t s  e n g r a v i n g  o r d e r e d ,  t h e  
p r i c e  f o r  t h e  e n g r a v i n g  t o  be $50 and f o r  d ip lo m a s  
t o  be one d o l l a r  e a c h ,  on g e n u in e  sh e e p  s k i n .
(5) VOTED: - T h a t  t h e  f i r s t  f l o o r ,  f r o n t  s e c t i o n ,  be  e q u ip p e d
f o r  e l e c t r i c  l i g h t s  a t  once .
(4) VOTED: - T h a t  t h e  p r i v i l e g e s  o f  t h e  a r e n a  and s c h o o l
g ro u nd s  may be e x te n d e d  The P l a y g r o u n d s  A s s o c i a t i o n  , 
a f t e r  c o n f e r e n c e  and  ag reem en t  a s  t o  l i b e r t i e s  and 
r e s t r i c t i o n s ,  t h e  s c h o o l  p r e m i s e s  t o  be p r o t e c t e d  
from m is u s e .  ^
(5) VOTED: - T h a t  s e n i o r  c l a s s e s  may p l a n t  c l a s s  t r e e s  and.
b u ry  b o u l d e r s  n e a r  t h e  t r e e s ,  f l u s h  w i th  t h e  t o p  of  
t h e  g round  and c u t  t h e  c l a s s  n u m e ra l s  t h e r e o n ,
(6) VOTED: - T h a t  a  f a l s e  f l o o r  be c o n s t r u c t e d  i n  t h e
a u d i t o r i u m  o v e r  t h e  c o n c r e t e  b a se*  f o r  s u p p o r t i n g  s e a t
(7) VOTED: - T h a t  t h e  manager  o f  t h e  Academy o f  Music  be
d i r e c t e d  t o  remove t h e  t h e a t e r  s i g n b o a r d  from i n  f r o n t  
o f  t h e  s c h o o l  p r o p e r t y  on L o c u s t  S t r e e t .
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Ju ne  14, 1910 ,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e ss r s .
Wood, W arner ,  B a i l e y  and f i t im son .
(1) Checks f o r  t h e  b a l a n c e  due on s a l a r i e s  f o r  t h e  s c h o o l
y e a r  drawn b u t  t h e i r  d i s t r i b u t i o n  was o r d e r e d  w i t h ­
h e l d  u n t i l  each  i n s t r u c t o r  had  p u t  i n  h i s  s t u d e n t s ’
m ark s ,  p u t  h i s  d e p a r t m e n t  i n  o r d e r  and f i l e d  
r e q u i s i t i o n s  f o r  such  s u p p l i e s  a s  w i l l  be needed  on 
t h e  o p e n in g  o f  t h e  f a l l  t e rm .
(2) VOTED:-That p r i z e s  f o r  summer work i n  a g r i c u l t u r e
am oun t ing  t o  $36 be o f f e r e d  a s  f o l l o w s :  Work a t
t h e  s c h o o l ,  f l o w e r  g a r d e n i n g ,  f i r s t  p r i z e ,  $5 ,  second 
p r i z e ,  $ 3 ,  t h i r d  p r i z e ,  $1 ;  v e g e t a b l e  g a r d e n i n g ,  f i r s t  
p r i z e ,  $5 ,  seco nd  p r i z e ,  $3 ,  t h i r d  p r i z e ,  $1;  work 
a t  home where  e a r n e s t  and e f f i c i e n t  e f f o r t s  a r e  made to  
a p p ly  t h e  s c h o o l  i n s t r u c t i o n ,  f l o w e r  and v e g e t a b l e  
g a r d e n i n g ,  f i r s t  p r i z e  $ 5 ,  seco n d  p r i z e ,  $ 3 ,  t h i r d  
p r i z e ,  $1 .
(3) VOTED: - T h a t  D i r e c t o r  S t im so n  be a u t h o r i z e d  t o  a c c e p t
t h e  a p p o in tm e n t  t e n d e r e d  by t h e  S t a t e  Board  of  
E d u c a t i o n  f o r  p a r t i c i p a t i o n  i n  t h e  s u r v e y  o r d e r e d  
by t h e  p r e s e n t  L e g i s l a t u r e  o n ^ a d v i s a b i l i t y  o f  e s t a b ­
l i s h i n g  a  sys tem  o f  a g r i c u l t u r a l  s c h o o l s  t h r o u g h o u t  
t h e  commonwealth, h i s  s a l a r y  from Sep tem ber  15,  t o  
December 31 ,  1 9 1 0 , t o  be p a i d  a t  t h e  r a t e  o f  $3500 a  
y e a r ,  from t h e  s c h o o l  $ 9 7 .2 2  p e r  month,  from t h e  S t a t e  
Board o f  E d u c a t i o n  $ 1 9 4 .4 4  p e r  month. Two t h i r d s  of
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h i s  t im e  to  "be g i v e n  t o  t h e  s u r v e y  and o n e - t h i r d  
t o  h i s  s c h o o l  d u t i e s ,  Mondays, S a t u r d a y  m orn ings  
and one F r i d a y  a  month t o  be t h e  d ays  f o r  h i s  
s c h o o l  work.  I t  i s ,  o f  c o u r s e ,  u n d e r s t o o d  t h a t  
D i r e c t o r  S t im so n  i s  f r e e  t o  d e v o te  t h e  summer 
v a c a t i o n  t o  t h e  s u r v e y .
(4) VOTED: - T h a t  t h e  r e s i g n a t i o n  o f  Mr. W. K. Nash be
a c c e p t e d .
(5) VOTED: - T h a t  t h e  s a l a r i e s  o f  t h e  f o l l o w i n g  t h r e e
t e a c h e r s  be i n c r e a s e d  and p a i d ,  b e g i n n i n g  Sep tem ber  
15 ,  1 9 1 0 /a t  t h e  r a t e s  below g i v e n .  Miss J e n k i n s  
$800 a  y e a r ,  Miss Lacy $400 f o r  one day more t h a n
h a l f  t i m e ,  Miss Hedges $335 f o r  h a l f  t i m e .
J u l y  5 , . 1 9 1 0 ,  m e e t in g  o f  t h e  T r u s t e e s . B i l l s  a p p ro v e d .
Checks s i g n e d  by M e s s r s .  Wood and B a i l e y .
August 10 ,  1910 ,  m e e t in g  o f  t h e  T r u s t e e s .  B i l l s  a p p ro v e d .  
Checks s i g n e d  by M e s s r s . Wood and W arner .
August  23 ,  1910,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e ss r s .
Wood, B a i l e y  and W arner .
(1) VOTED:-That Mr. W. M. A b b o t t , Hyde P a r k ,  M a s s . ,  be
a p p o i n t e d  a s s i s t a n t  i n  m e c h a n ic ^ ^  a r t s  a t  t h e  s a l a r y  
o f  $1000 f o r  t h e  s c h o o l  y e a r  b e g i n n i n g  w i t h  t h e  f a l l  
t e rm  of  1910.  I t  e x p e c t e d  t h a t  Mr. A b b o t t  w i l l  r e n d e r
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3'ach s e r v i c e  a s  may l i e  w i t h i n  h i s  c a p a b i l i t i e s  i n  
c o n n e c t i o n  w i t h  t h e  i n s t r u c t i o n  o f  o u r  Mechanics^?
A r t s  D e p a r t m e n t , t h a t  h i s  work w i l l  r e q u i r e  an  
e i g h t  h o u r  day e x c e p t  v a c a t i o n s  and  h o l i d a y s  and 
e x c e p t i n g  S a t u r d a y  a f t e r n o o n s  when t h e  s c h o o l  w i l l  
be c l o s e d .  The a p p o in tm e n t  o f  Mr. S c h e rm e rh o rn ,  
a s  a s s i s t a n t  i n  S c i e n c e  and A g r i c u l t u r e  was d i s c u s s e d  
( F i n a l  a c t i o n  t a k e n  a t  n e x t  m e e t i n g . )
August  31 ,  1910,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M ess r s .
Wood, W arner ,  and B a i l e y .
(1) VOTED: - T h a t  Mr. L. G. S h e rm erh o rn ,  K i n g s t o n ,  R. I . ,  
be a p p o i n t e d  as  a s s i s t a n t  t o  Dr. L e h n e r t  i n  G e n e ra l  
S c i e n c e ,  i n  A g r i c u l t u r a l  S c i e n c e  and a r t  and a l s o  
i n s t r u c t o r  i n  A t h e l e t i c s  and  p h y s i c a l  t r a i n i n g ,  
w i t h  a  . s a l a r y  a t  t h e  r a t e  o f  $800 f o r  t h e  s c h o o l  
y e a r .  H is  s e r v i c e s  t o  b e g i n  w i t h  t h e  o p e n in g  of  
t h e  f a l l  te rm  1910. . I t  i s  u n d e r s t o o d  and a g re e d  
t h a t  Mr. Sherm erhorn  s h a l l  r e n d e r  such  s e r v i c e  a s  
may be n e c e s s a r y  and a s  may l i e  w i t h i n  h i s  c a p a b i l i ­
t i e s  and  t h a t  h i s  s e r v i c e  w i l l  r e q u i r e  an  e i g h t  
h o u r  day e x c e p t i n g  v a c a t i o n s  and h o l i d a y s  and e xcep t- ,  
i n g  S a t u r d a y s , when t h e  s c h o o l  w i l l  c l o s e  a t  noon.
September 2, 1910. Bills approved. Checks signed by
Messrs. Wood and Bailey.
z L
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O c to b e r  3 ,  1910,  m e e t in g  o f  t h e  T r u s t e e s . P r e s e n t , M ess rs .  
Wood, Warner and S t im so n .  Employment o f  t h e  f o l l o w i n g  t e a c h e r s  
was a p p ro v e d .
fl.Miss S a ra h  B o t to m , a s  a s s i s t a n t  t o  Miss  Lacy i n  
sewing  a t  50çf an h o u r .
.é* Mi sa  J u l i a  M e t c a l f ,  a s  i n s t r u c t o r  i n  c u l t u r a l
s u b j e c t s  w i t h  a  s a l a r y  a t  t h e  r a t e  o f  $600 a  y e a r .
(2-) The D i r e c t o r  was a u t h o r i z e d  t o  p l a c e  a  t r i a l  o r d e r  
f o r  b i tu m in o u s  c o a l  " S u g a r  L oaf  Steam" w i th  
W. H. R ic e  & Company, a t  $ 4 .6 5  p e r  t o n  o f  S340 pounds.
November 7 ,  1910, m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M ess r s .  
Wood, B a i l e y ,  Warner and S t im so n .  B i l l s  a p p ro v e d .  Checks s ig n e d .
December 5 ,  1910. B i l l s  a p p ro v e d .  Checks s i g n e d  by M e ss r s .  
Wood and W arner .
December 38 ,  1910. B i l l s  a p p ro v e d .  Checks s i g n e d  by 
M e ss r s .  Wood and B a i l e y .
J a n u a r y  9 ,  1911.  B i l l s  a p p ro v e d .  Checks s i g n e d  by M e ss r s .  
Wood and Warner .
January 13, 1911, meeting of the Trustees. Present, Messrs.
Wood, Warner, Bailey, Whiting and Stimson. Mr. Bailey, having
found his business would not permit him to give so much time to
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t h e  s c h o o l ,  a s  membership  on Board o f  T r u s t e e s  r e q u i r e s ,  
d e c l i n e d  t o  be a  c a n d i d a t e  f o r  r e - e l e c t i o n .
(1) VOTED: - T h a t  we h e r e b y  e x p r e s s  o u r  h e a r t y  a p p r e c i a ­
t i o n  o f  t h e  f a i t h f u l  and e f f i c i e n t  s e r v i c e  r e n d e r e d  
by Mr. M« 0 .  B a i l e y  a s  a  member o f  t h e  B oard  o f  
T r u s t e e s  o f  t h e  S m i t h ' s  A g r i c u l t u r a l  S c h oo l  and 
N ortham pton  Scho o l  o f  I n d u s t r i e s . Mr. B a i l e y 1s 
a d v i c e  i n  b u i l d i n g  m a t t e r s  h a s  been  fo u n d  o f  t h e  
g r e a t e s t  v a l u e  and he h a s  shown keen  i n t e r e s t  
t h e  p r o p e r  equ ipm en t  and d eve lopm en t  o f  t h e  s c h o o l ,  
p a r t i c u l a r l y  o f  i t s  m e c h a n ic a l  d e p a r t m e n t .
(2) Mr. 0 .  W. W h i t i n g ,  e l e c t e d  t o  su c c e e d  Mr. B a i l e y ,
was p r e s e n t  a t  t h e  m e e t in g  and welcomed t o  member­
s h i p  on t h e  Board  o f  T r u s t e e s .
(3) The f o l l o w i n g  o f f i c e r s  were  e l e c t e d  f o r  t h e  e n s u i n g
y e a r :  Cha irm an ,  Mr. E. E- Wood; S e c r e t a r y ,  Mr. S.  S.
W arner .
(4) VOTED: - T h a t  ch ec k s  be  drawn f o r  t h e  u s u a l  amounts
i n  payment o f  t h e  s a l a r i e s  o f  t h e  T r u s t e e s ,  f o r  t h e
y e a r  1910. Mr. Wood r e f u s e d  t o  r e c e i v e  any c o m p e n sa t io n .
F e b r u a r y  6 ,  1911,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t , M e s s r s . 
Wood, Warner,  W h i t in g  and S t im so n .
(1) Annual r e p o r t  s i g n e d  and t r a n s m i t t e d  t o  t h e  Mayor.
(8) B i l l s  were a u d i t e d  and ch eck s  were s i g n e d .
(3) A l e t t e r  from Deputy  Com missioner  P r o s s e r  d a t e d
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Feb .  3 ,  1 9 1 1 y was r e c e i v e d .  The D i r e c t o r  was 
a u t h o r i z e d  t o  r e p l y  t h a t  t h e  amount o f  t h e  s t a t e  
a p p r o p r i a t i o n  d e s i r e d  f o r  t h e  p r e s e n t  y e a r  i s  
o n e - h a l f  t h e  m a in te n a n c e  c o s t  and t o  f o r w a r d  t h e  
i t e m i z e d  e s t i m a t e  r e q u e s t e d  "by Mr. P r o s s e r .
F e b r u a r y  9 ,  1 91 1a m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e s s r s .
Wood, W arner ,  W h i t in g  and S t im so n .
( I )  Mr. Henry W. W arner ,  Chairman o f  t h e  S p e c i a l  Committee 
o f  t h e  C i t y  Government,  a p p o i n t e d  f o r  e x p e n d in g  $1000 
a p p r o p r i a t e d  by t h e  C i t y  f o r  wood w ork in g  m ac h in e ry  a t  
t h e  s c h o o l
Mr. K. W. Warner  r e q u e s t e d  t h e  T r u s t e e s  t o  p r e p a r e  
- recommendations c o v e r i n g  t h e  m ach ines  d e s i r e d ,  t o  
g e t  p r i c e s  a t  which t h o s e  m ach ines  may be had  and to  
su b m i t  t h i s  i n f o r m a t i o n  t o  h i s  co m m it tee  f o r  c o n s i d e r a ­
t i o n  a t  a  l a t e r  m e e t in g .
March 2 ,  1911,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e ss r s .
Wood, W h i t in g  and S t im s o n ,  a l s o .  F i t z g e r a l d .  C l a r k  o f  t h e  C i t y
Government p u r c h a s i n g  wood w ork in g  m a c h in e r y .  The
A
recom m endat ions  o f  t h e  T r u s t e e s  were p l a c e d  b e f o r e  t h e  v i s i t o r s .  
The machines  on which c o m p e t i t i v e  b i d s  had been  r e c e i v e d  were  
a r r a n g e d  i n  g ro u p s  a c c o r d i n g  t o  t h e  p r e f e r e n c e s  o f  t h e  s c h o o l  
o f f i c e r s .  I t  was found  t h a t  t h e  t h i r d  c h o i c e  o f  t h e  s c h o o l
-51-
would c o s t  w i th  m o t o r s . a b o u t  $1300 o r  $300 i n  e x c e s s  o f  t h e  
c i t y  a p p r o p r i a t i o n .  I t  was s e e n  t h a t  t h e  f o u r t h ,  f i f t h , and 
s i x t h  g ro u p s  were n o t  d e s i r a b l e  f o r  t h e  c l a s s  o f  i n s t r u c t i o n  
t o  be g iv e n  by t h e  s c h o o l .
a /
I t  was f i n a l l y  a g r e e d  t h a t  t h e  t h i r d  c h o i c e  "t h e  l i n e
✓ Z1
o f  American Wood Working M ach inery  Company1s m achines  c o n s i s t i n g
Ox a  s u r f a c e  p l a n e r ,  a  frugtf p l a n e r ,  a  band saw and a  U n i v e r s a l
saw erf  r a n g e d' W  s e r v e  t h e  p u rp o se  o f  t h e  s c h o o l ,  and t h e  v i s i t i n g  
A A
com m it tee  s a i d  t h e y  would t r y  t o  s e c u r e  t h e  n e c e s s a r y  $300
a d d i t i o n a l  a p p r o p r i a t i o n .
NOTE : March 6 ,  1911.  O rde r  f o r  t h e  above 
m achines  was s e n t ,  t h e  a d d i t i o n a l  money 
h a v in g  been  v o t e d  by t h e  C i t y .
March 31,  1911 ,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e ss r s .  
Wood, W arner ,  W h i t in g  and S t im so n .
(1) B i l l s  a u d i t e d .  Checks s i g n e d .
(2) Committee on E d u ca t io n ,  o f  t h e  L e g i s l a t u r e ,  r e c e i v e d
and shown a b o u t  t h e  s c h o o l .
(3) VOTED: - T h a t  Miss Marion  Warren b e  p a i d  $50 f o r  e x ^ r a
s e r v i c e s .
A p r i l  3 ,  1911.  B i l l s  a p p ro v e d .  Checks s i g n e d  by M e s s r s . 
Wood and W h i t in g .
May 1, 1911,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M ess rs .  
Wood, W arner ,  W h i t in g  and S t im so n .
a s  p e r  t h e  l i s t  and b i d s  s u b m i t t e d  f o r  c o n s i d e r a t i o n  
a t  t h i s  m e e t i n g ,  t h e  c o s t  f .  o . b .  Nor tham pton  t o  be 
$ 3 6 0 .8 7 .
(S) I n f o r m a l  d i s c u s s i o n  and a g re e m e n t  a s  t o  o u t d o o r  work.
(3) I n f o r m a l  c o n s i d e r a t i o n  o f  t h e  q u a l i f i c a t i o n s  o f  t h e  
s t r o n g e s t  c a n d i d a t e s  f o r  t h e  v a c a n t  i n s t r u c t o r s h i p  
i n  a g r i c u l t u r e .
(4) B i l l s  a p p ro v e d .  Checks s i g n e d .
May 8, 1911 ,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e ss r s .  
Wood, W arner ,  W h i t in g  and S t im so n .
(1) VOTED: —T h at  Mr. Thomas B r a d l e e  be  and h e r e b y  i s
a p p o i n t e d  i n s t r u c t o r  i n  a g r i c u l t u r e ,  h i s  d u t i e s  to
be t n o s e  o u t l i n e d  by t h e  D i r e c t o r , h i s  s e r v i c e s  t o
b e g i n  a s  soon as  p o s s i b l e  a f t e r  t h i s  d a t e ,  h i s
v a c a t i o n  t o  be t a k e n  December 84 ,  t o  March 84,  o f
e ach  y e a r , h i s  s a l a r y  t o  be  p a i d  a t  t h e  r a t e  o f
$1500 t h e  f i r s t  y e a r  and t h e r e a f t e r  ad v an c ed  a t  t h e
r a °e o f  $100 a  y e a r  u n t i l  he p a i d  a t  t h e  r a t e  o f
A
$2000 a  yeaij, p r o v i d e d  c o m p le te  s a t i s f a c t i o n  i s  g i v e n ,  
t h e  above a p p o in tm e n t  and  c o n d i t i o n s  t o  be  s u b j e c t  
t o  a p p r o v a l  by t h e  M a s s a c h u s e t t s  Board  o f  E d u c a t i o n .
Ju ne  5, 1911, m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e ss r s .  
Wood, Warner ,  W h i t in g  and S t im so n .
(1) B lack  n o r s e  ’’M a jo r” r e p o r t e d  by t h e  D i r e c t o r  a s  u g ly
53-
and d a n g e ro u s  t o  h a r n e s s . A c t io n  d i f e r r e d .
(S) Mr. Thomas B r a d l e e 1s a c c e p t a n c e  o f  t h e  i n s t r u c t o r s h i p  
i n  a g r i c u l t u r e  was r e p o r t e d  and Mr. B r a d l e e  was 
i n t r o d u c e d  "by t h e  D i r e c t o r .
(3) The v i s i t  o f  Mr. A l l e n ,  Agent f o r  I n d u s t r i a l  E d u c a t i o n
o f  t h e  S t a t e  Board  o f  E d u c a t i o n  was d i s c u s s e d .  No 
f o r m a l  r e p o r t  on h i s  v i s i t  y e t  r e c e i v e d  from  Mr. 
A l l e n .
(4) The new wood w ork ing  m achines  and m o to rs  were  t e s t e d
and  a p p ro v e d .
(5) The f o r m a l  a p p r o v a l  o f  t h e  shop a r r a n g e m e n t s  by
D i s t r i c t  P o l i c e  I n s p e c t o r  o f  F a c t o r i e s  and  P u b l i c  
B u i l d i n g s , Mr. James R. Howes, was r e p o r t e d  and 
- p l a c e d  on f i l e  i n  t h e  o f f i c e ,
(6) B i l l s  a p p ro v e d .  Checks s i g n e d .
Ju ne  14 ,  1911 ,  m e e t in g  o f  t h e  T r u s t e e s .  P r e s e n t ,  M e s s r s .
Wood, W arner ,  W h i t in g  and S t im so n .
(1) VOTED:-To  o f f e r  $36 i n  a g r i c u l t u r a l  p r i z e s  t h e  coming
summer o r  s c h o o l  y e a r  a t  t h e  d i s c r e t i o n  o f  t h e  D i r e c t o r
(2) Mr. Wood p r e s e n t e d  h i s  check  f o r  $50 f o r  t h e  m e c h a n i c #
a r t s 1 p r i z s & o f f e r e d  by  him f o r  t h e  y e a r  j u s t  c l o s i n g .
(3) Mr. W h i t in g  announced t h a t  he would g i v e  $25 f o r
p r i z e s  i n  m e c h a n ic a l  d raw ing  o r  o t h e r  p r a c t i c a l  work 
i n  t h e  m e c h a n ic a l  d e p a r tm e n t  a t  t h e  end o f  t h e  n e x t  
s c h o o l  y e a r .
(4) Checks were s i g n e d  f o r  p r i z e s  and f o r  b a l a n c e  due on
t h e  s a l a r i e s  o f  t h e  t e a c h e r s ’ s t a f f .
34-
J u l y  3 ,  191 13 m e e t in g  of  t h e  T r u s t e e s . P r e s e n t ,  M e s s r s . 
Wood, W h i t in g ,  Warner and  S t im so n .
(1) B i l l s  a p p ro v e d .  Checks s i g n e d .
(8) VOTED: - T h a t  Miss  Warren be  g i v e n  c h ec k  f o r  $50 f o r  
e x t r a  s e r v i c e  and  t h a t  h e r  s a l a r y , b e g i n n i n g  
Sep tem ber  15 ,  1911,  s h a l l  be  p a i d  a t  t h e  r a t e  o f  $700 
a  y e a r .
(3) VOTED: - T h a t  t h e  c o n s t r u c t i o n  o f  a d d i t i o n a l  f l o o r  space
be  l e f t  w i t h  Mr. W h i t in g  and Mr. S t im so n  w i t h  power 
t o  a c t .
(4) VOTED : - T h a t  a  p a i r  o f  heavy  m are s ,  a l r e a d y  j pyojuu» i f
p o s s i b l e ,  be o r d e r e d  o f  Mr. F ra n k  <T. Wood, S h e lb u rn e  
F a l l s ,  M ass . ,  c o s t  n o t  t o  ex ce ed  $60 0 ,  t o  be a b o u t  
f o u r  y e a r s  o l d ,  t o  w e ig h ,  when d e l i v e r e d ,  8800 o r  
8900 p o u n d s , and  i n  g e n e r a l  t o  e q u a l  t h e  r e q u i r e m e n t s  
up i n  w r i t i n g  and s u b m i t t e d  t o  Mr. Wood by
ÿ  JLOZ. & 7u. F T /-D i r e c t o r  S t im so n .
" 3'i:. '=.311:, m e ' -:'-r Smith Agricultural
C r*  , i  n  r> i
D i r e c t o r  F>. W. Stimson tendered  h i s  r e s i g n a t i o n  as d i r e c t o r  
of  S m i th 's  A g r i c u l t u r a l  School to accep t  the p o s i t i o n  of  Agent of 
tn s  S t a t e  Board of  Educat ion f o r  A g r i c u l t u r a l  Educa t ion .
( i ) vOllD: - T h a t  we accep t  the  r e s i g n a t i o n  of D i r e c t o r  Stimson;,
r e g r e t f u l l y
{2) i n a t  B. W. Stimson as Agent of S t a t e  Ecaro of Education be 
a u th o r i z e d  to adv ise  with sa id  board and nominate a c a n i -  
cai-e f o r  d i r e c t o r  of S m ith 's  A g r i c u l t u r a l  School .
(3) That as t r u s t e e s  of Smith A g r i c u l tu r a l  School we extend to
d i r e c t o r  Stimson our h ea r ty  thank's f o r  the f a i t h f u l  and 
e f f i c i e n t  and whole scv ied  manner in which he has e n te r e d  
i n t o  the work f o r  the  school and t h a t  we p r e s e n t  D i r e c t o r  
Stimson h i s  keys of the  i n s t i t u t i o n  and c o r d i a l l y  i n v i t e  
him to  make S m i th 's  A g r i c u l tu r a l  School h i s  home while 
in Northampton.
(4) That th e  fo l lo w in g  l i s t  of t e a c h e r s  and h e lp e r s  ce r e t a i n e d
fo r  the  coming season a t  the
Dr. Lehnar t $2 ,000.
p r o f . G raff.am $1,800.
Mr. Brad lee 1 ,525.
" Aobott 1 ,050.
Miss Jen k in s 850.
Weed 850.
Lacy 800.
Miss Hedges 700.
M etcalf  700.
Warren 700.
'S p e c ia l  l e c t u r e s  50.
Mr. Sanford 600.
" O 'C onnell  530.
u Chabot 654 /  Û
a d jou rned .
Auoust  7,  1911, meeting of T ru s te e s  of Smith A g r i c u l t u r a l  
School• to  c o n s id e r  a p p l i c a n t s  f o r  the o f f i c e  of D i r e c t o r  o f  sa id  
School  to  f i l l  th e  vacancy caused by the  r e g i s t r a t i o n  of D irec­
t o r  Rufus W. "Stimson.
■.Applications were received, from Dr. E. H. l e h n e r t  of S m i th 's  
A g r i c u l t u r a l  School ,  and from P r o f e s s o r  H. N. Loomis', d i r e c t o r  
o f  th e  s c ie n c e  depar tment  of  the  S t a t e  Normal School a t  New 
B r i t a i n ,  Conn.'
( l )  yC%ED:-That the  a p p l i c a t i o n s  be r e f e r r e d  to the  'S ta te  
Board of Educat ion ,  F r e d e r i c k  F." F i s h ,  C ha irm an ,w ith  
the  r e q u e s t  t h a t  th e  Board ad v ise  which of  th e  two would meet 
w ith  i t s  app rova l  i f  nominated f o r  the  p o s i t i o n  by the  T r u s te e s .
.August 10, 1911, meeting of  the T r u s t e e s . '  P r e s e n t ,  Messrs .  
Wood, Warner,  Whit ing ;  a l so  Mr. P. W. Stimson. Dr. H. N. Loomis
was in t ro d u c e d .
Severa l  c a n d id a te s  fo r  the vacan t  d i r e c t o r s h i p  were c ons ide red  
f i n a l l y : ,  on n o m in a t io n  by Mr. Stimson,  and with  a s su ran ce  of
h i s  approval  by the  S t a t e  Board of  Education g iven  in  w r i t i n g  
by -Commissioner Snedden, :Dr. H. N. Loomis, was e l e c t e d  Ey the  
fo l low ing  vo te :
( l )  -T h a t  P r o f e s s o r  H. N. Loomis, Ph,D.' , be> and
hereby isq. e l e c t e d  D i r e c to r  of S m i th ' s  A g r i c u l t u r a l  School
and Northampton School of  I n d u s t r i e s :  h i s  new work 
to  begin  September 1, l 8 l l ;  approx im a te ly  one n a i f  
o f  h i s  t ime to be devoted to  t e ac h in g  and the  remain­
d e r  to  the  g e n e ra l  d u t i e s  of s u p e rv i s io n  and adm in is ­
t r a t i o n ;  j h i s  s a l a r y  a t  the  o u t s e t  to  be payable  a t  
t h e  r a t e  of  $2,300.  a y e a r ,  and,  i f  h i s  work i s  s a t ­
i s f a c t o r y ,  t h i s  s a l a r y  to  be in c rea sed  .$100 a y ea r  
. u n t i l  paid  a t  the r a t e  of  $2.,500.' p e r  annum.
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